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The purpose of this study was to determine the perceived influence of student teaching 
internship experiences on the perceived success of school-based agricultural education (SBAE) 
teachers in their first year of teaching. An explanatory mixed-methods design was utilized to 
gather the both qualitative and quantitative data. Census sampling was used to select 30 SBAE 
teachers teaching within high schools in Arkansas. The researcher collected quantitative data 
using an adapted questionnaire and online interviews to collect qualitative data. Males (n = 12, 
54.6 %) dominate as first-year agriculture teachers. Most teachers (n = 15, 68.2 %) graduated 
with a major in agricultural education, and a majority of schools (n = 14, 63.6 %) are rural-based.  
During student teaching internship, SBAE teachers perceived to be more successful in handling 
FFA duties (M = 3.24, SD = 0.91), less successful in handling SAE duties (M = 2.99, SD = 1.05), 
and almost equal success in handling classroom teaching duties (M = 3.65, SD = 0.65), than in 
the first year of the teaching career. Female agriculture teachers were more successful in 
conducting SAE (M = 3.17, SD = 0.98) and classroom teaching duties (M = 3.79, SD = 0.59) 
while male teachers performed slightly successful in FFA duties (M = 3.27, SD = 1.04).  A 
negative correlation (r = -.03) was observed between perceptions of success in handling FFA 
duties student teaching and the first year of teaching showed. The teachers perceived a negligible 
relationship (r = .07) between perceived success in handling SAE duties during student teaching 
and the first year of teaching. A moderate relationship (r = .42) existed in perceived success of 
handling classroom teaching, and the perceived success within the first year of teaching 
agriculture. The interviewed teachers attributed their perceived success within their first year to 
collaborative efforts with colleagues, mentor teacher support, student-teacher relationship, and 
time management. The study generated recommendations for practice and for further research.  
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There are widespread reports of teacher shortage in the U.S. and the shortage is still a 
challenge at Arkansas. For the 2016-2017 school year, agriculture, science, and technology were 
among nine critical subjects that faced a teacher shortage in Arkansas (ADE, 2016a).  At the 
same time, reports indicated low enrollment rates in Agricultural-education teacher educator 
programs.  According to the 2015 Arkansas Educator Preparation Performance Report, the 
number of individuals enrolled in teacher education programs was low, with 36.6% fewer 
teachers enrolled in traditional or alternative teaching programs (ADE, 2016b; 2017a), and the 
number of teachers hired by Arkansas public schools lower than the number produced each year 
(ADE, 2017a).  
Teaching is a noble profession, service-oriented, and can mold the future generation; 
however, this task can be demanding and stressful especially for first-year teachers (Spilt, et al., 
2011). Therefore, teachers need to understand the best way to carry out teaching and learning 
and at the same time have skills to do an effective job (Azeem, 2011). For many years, education 
has emphasized the need for effective teachers to ensure the academic success of any given 
institution (Hightower, et al., 2011). Teacher effectiveness plays an important role in the 
teaching-learning process. Effective teachers have good classroom control, are fair when dealing 
with students, and can motivate learners to love learning (Habib, 2017). 
First-year school-based agricultural education (SBAE) teachers undergo stressful 
moments trying to successfully incorporate the total agricultural program model into classroom 
teaching (Stair, et al., 2012). As a result, the retention of beginning teachers is not only a 
continuing problem in the United States but also worldwide (Dee & Goldhaber, 2017). Wilson, 
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et al. (2002) argued that experienced and newly certified teachers alike see clinical experiences, 
like student teaching internship, as a powerful component of teacher preparation. Internship 
programs expose the pre-service teacher to experiences that are critical in the teaching process 
(Marasigan, 2018). Rock and Levin (2002) stated that student teaching internship is a critical 
experience toward preparing new teachers to be effective and successful in the classroom.  
The agriculture teacher-education preparation programs comprise of student teaching 
internship, program planning, and teaching methods courses (Myers & Dyer, 2004). As new 
teachers face teaching concerns and challenges, Stair et al. (2012) reported that teacher-education 
preparation programs equally face the challenge of equipping pre-service teachers with the skills 
required for being successful in classroom teaching. Myers and Dyer (2004) stated, coursework 
is an important aspect of teacher preparation programs, but the greater concern is the experiences 
gained from the coursework. 
Student teaching internships equip teachers with the ability to work in a school and 
community setting (Kosnik, & Beck, 2003). However, first-year school-based agricultural 
education (SBAE) teachers are still faced with numerous problems including, “organizing an 
effective alumni chapter, organizing an effective advisory committee, organizing and planning 
FFA chapter events and activities, managing student discipline in the classroom, recruiting, and 
retaining alumni members” (Myers, et al., 2005 p.53). Some researchers have focused on 
problems experienced by pre-service teachers during student teaching internship (Dias-Lacy, & 
Guirguis, 2017; Myers, et al., 2005), while other studies have focused on the importance of 
student teaching programs (Carpenter & Blance, 2007; Myers & Dyer, 2004; Rice & Kitchel, 
2015; Stephens, 2011; Torres, et al., 2010). A few other researchers have attributed perceived 
success during student teaching internship to the beliefs that interns hold (Stripling, 2008), 
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support by mentor teachers (Cherian, 2007), and induction programs (Belanger, 2018).  Few 
studies have determined how various student teaching experiences position first-year SBAE 
teachers to be successful in their careers. This study aimed to reduce the knowledge gap that 
exists within the literature, and generate new knowledge that could be adopted by policy makers 
as well as future researchers. 
Statement of the Problem 
Literature speaks about how student teaching internships prepare student teachers to 
become future professional teachers. While previous research described the qualities of an 
effective teacher (Roberts & Dyer, 2004; Habib, 2017), many questions still exist about the 
contributions of student teaching internships on the professional development of first-year SBAE 
teachers, who historically have been known to wear many hats.  While student teaching 
internships are critical in preparing the student teachers to transition into teaching, the 
discipline’s understanding of how the internship experiences impact the first year of teaching is 
vague. Very few studies have established the link between student teaching internship and its 
contribution to success in the first year of teaching.  
Purpose of the Study 
The purpose of this study was to determine the perceived influence of student teaching 
internship experiences on the perceived success of school-based agricultural education (SBAE) 
teachers in their first year of teaching. 
Research Questions and Objectives 
The following research objectives guided the study:  
1. What are the demographic characteristics of first-year school-based agricultural 
education teachers in Arkansas? 
4 
 
2. Determine the significant differences in the perceived capability of handling FFA, 
SAE, and Classroom Instruction during student teaching internship and during the 
first year of service for SBAE teachers in Arkansas. 
3. Compare the success of the first-year school-based agricultural education teachers 
based on their gender 
4. What is the relationship between the perceptions of student-teaching internship and 
the overall perception of success for the first-year school-based agricultural education 
teachers? 
Significance of the Study 
The significance of this study aligned with the research agenda of the 2016-2020 
American Association for Agriculture Educators (AAAE).  This study sought to contribute new 
knowledge under Research Priority 5: “Efficient and effective agricultural education programs”, 
research priority question 6, “How can agricultural leadership, education, and communication 
practitioners (teachers, extension agents, etc.) collaborate to deliver educational programs 
effectively?” (Roberts, et al., 2016, p. 43). However, the agricultural education profession has 
had a deficiency of teachers for more than four decades, with a continued shortage of newly 
qualified teachers getting into the profession (Kantrovich, 2010). The lack of qualified teachers 
has had a huge impact on schools with plans to open up new programs or expand existing 
programs (Smith, et al., 2016).  
The study highlighted the contributions of student teaching internships to the success of 
first-year SBAE teachers. Research findings formed a base of literature that future researchers 
studying the subject, could cite. Once identified, the impacts of student teaching internship on 
career could help develop recommendations that policymakers could adopt for improved teacher 
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preparation programs as well as the internship conditions. The policymakers could also use 
research findings to formulate policies that if adopted could lead to the improvement of student 
teaching internships hence an overall career success for beginning teachers. The improvements 
made would motivate teachers to stay focused even as they begin their profession. 
Terms and Definitions 
The study utilized the following technical terminologies: 
Mentor teachers: Those individuals supervising preservice teachers during their student 
teaching internships (Beck & Kosnik, 2000). 
Student teachers: are students undertaking teacher education programs while receiving 
training on how to teach agriculture in high schools (Izadinia, 2016). 
Student Teaching Internship: “is a full-semester, full-time, full-day, clinical component 
of the teacher preparation program for students seeking initial teacher certification.  The 
primary purpose of the student teaching experience is to provide a student teacher with a 
carefully mentored experience to help develop and enhance the knowledge, skills, and 
dispositions necessary to positively impact student learning and development” 
(Thompson, Kootsikas, & Shellenberger, 2014, pg. 6). 
Classroom and laboratory Instruction/teaching (CRT): Component focusing on 
activities that enable students gain knowledge regarding agricultural education concepts 
and problems (Croom, 2008) 
Supervised Agricultural Experiences (SAE): SAE programs are home-based learning 
projects that enable students to apply knowledge learned in classroom to real- life 
situations (Talbert, et al.2007) 
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FFA organization (FFA):  Develop leadership skills in students. Also provides students 
with membership in agricultural education classes to developed leadership, personal 
growth, and career success (Talbert et al.,2007) 
Limitations 
A Census study was conducted on first-year school-based (SBAE) teachers in Arkansas 
and therefore, the findings should not be generalized beyond the given population. Due to time 
and financial constraints, the researcher collected data only from ta small number of first -year 
agricultural education (SBAE) teachers within the state of Arkansas. The study employed a 
mixed-method design hence was time-consuming for both the researcher and the participant and 
as such, the period set for the interview was shortened not to discourage the subjects from 
participating in the study. Despite these limitations, the researcher tried conducting a meaningful 











 Literature Review 
Introduction 
The purpose of this study was to determine the perceived influence of internship 
experiences on the perceived success of SBAE teachers within their first year of teaching. To 
understand previous experiences of SBAE teachers, a review of the existing research focused on: 
(A) internship programs, (B) importance of agricultural teacher internship programs, (C) 
perceptions of SBAE teachers on student teaching internships, (D) the success of SBAE teachers 
in the first year of teaching, (E) theoretical frameworks, and (F) conceptual frameworks.  
Internship Programs 
Student teachers undergo teacher-training experience through teacher preparation 
programs. The main goal of teacher preparation programs has been to prepare the student 
teachers for the teaching task (Myers & Dyer, 2004). McEwen and King (1998) defined student 
teaching as “that period near the end of the student's formal education when the student teachers 
get an opportunity to exercise teaching skills just like an experienced teacher” (p. 9). “Student 
teaching is considered to be the capstone experience in agricultural teacher education” (Camp & 
Bailey,1998, p. 13) where all students are required to teach in a classroom setting before they are 
licensed to teach (Meder, et al., 2018). During the internship process, the interns become aware 
of the school and community culture, projects within the school, and other activities. In the 
process, the interns create networks with colleagues and the members of the community. 
Throughout the student teaching internship period, the student teachers take an active role in 
their learning process while preparing for the future task (Rice & Kitchel, 2015). Carpenter and 
Blance (2007) reported that an internship constitutes a collaborative partnership where the 
university, the school, and the intern mutually benefit from each other. The institutions hosting 
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interns benefit from the services received by workers who are knowledgeable and skilled in the 
specific field. According to Edwards and Briers (2001), student teaching centers provide a safe 
yet challenging environment where supervised interns succeed. Interns continued to report that 
the student teaching program was the most important part of their teacher preparation program 
(Smalley, Retallick & Paulsen, 2015).  
Kosnik and Beck (2003) noted that during internships, student teachers spend most of 
their time in an assigned classroom and laboratory setting, preparing lesson plans, practicing 
different teaching methods and materials, and documenting feedback from learners, mentor 
teachers, and university supervisors on how to teach. Within various schools, mentor teachers 
provided guidance and support in all aspects of classroom teaching to interns (Kosnik & Beck, 
2003). Mutual agreement between the mentor teacher and the student-teacher, working closely 
together (University of Arkansas agricultural education handbook, 2019), student teachers' 
openness, and freedom to choose the nature of experience contributed a successful student 
internship (Kosnik & Beck, 2003).  
During the student teaching period, student teachers are expected to integrate everything 
they have learned about collecting or developing teaching materials, teaching a lesson, guiding 
classroom activities, classroom management, interacting with faculty and parents, and other 
activities not related to teaching in the classroom (National Council on Teacher Quality, 2011). 
At the beginning of most internships, both the cooperating teacher and the intern started 
collaborative planning, teaching, and assessments. The student teachers observe the, mentor 
teachers and later took the teaching responsibility; however, student teachers often found their 
internship period stressful because of being under constant supervision by a mentor teacher 
whose positive feedback is required (Kosnik & Beck, 2003).  
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Young and Edwards’ (2011) study focused on the views of mentor teachers and their 
considerations of important elements in an internship. Research findings indicated mentor 
teachers’ positive attitude, the relationship between mentor teacher and the student, the 
classroom itself, and laboratory as important elements of student teaching. Other important 
aspects were the feedback received from the mentor teacher and the university supervisors; the 
type of feedback received determined the level of teacher-efficacy, with the interns preferring 
positive verbal feedback rather than written feedback (Wolf, Foster, & Birkenholz, 2010). 
Covington and Dobbins' (2004) study reported a successful student teaching experience 
comprised of classroom instruction, FFA, and Supervised Agricultural Experience (SAE) 
activities. With the expectations that preservice teachers gained experience in classrooms, 
classroom teaching and lab instruction, supervised agricultural experience program (SAE), and 
in FFA (student leadership program) after the internship experience program (University of 
Arkansas agricultural students' handbook, 2019), Myers and Dyer (2004) added that student 
teaching experience and early field experiences had a positive impact on preservice teachers.   
In another study, pre-service teachers reported other important elements of good 
internship program were “a well-rounded agricultural program that emphasizes classroom 
instruction, Supervised Agricultural Experiences (SAE) and Youth leadership activities (FFA), 
and a student teacher who embraces a mentor teacher” (Myers & Dyer, 2004, p.48). Edwards and 
Briers (2001) reported that the traditional three-circle model associated with school-based 
agricultural education teachers (classroom/laboratory teaching, FFA student leadership 
programs, and SAEs) were important elements of the student teaching practice.  
10 
 
Importance of Agricultural Teacher Internship Programs 
The most important component of teacher education programs is the student teaching 
experience (Cherian, 2007; Harlin, et al., 2002; Young & Edwards, 2011). Student teachers 
practice teaching in schools for an extended period, real classroom experience provides them 
with concrete connections to course content (Carpenter & Blance, 2007; Stephens, 2011). While 
nearly 200,000 student teachers practice teaching in a real classroom setting, teachers who chose 
alternate pathways to the profession agree that student teaching is an important component of 
teaching, therefore, student teachers getting into the teaching profession through the alternative 
route were exposed to some kind of student internship (National Council on Teacher Quality, 
2011). According to Torres, et al. (2010) internships, just like the experiential learning gained 
through supervised agricultural experience (SAE) and FFA, provided a firm base and 
opportunities for practical learning. Luft (1999) reported experiences gained during student 
teaching internship provides teachers with hands-on experiences with new equipment and 
technologies used in the occupation.  
In Rice and Kitchel’s (2015) study, the internship process enabled student teachers to 
take an active role in the learning process while developing collaborative networks with 
colleagues, learners, and members of the community. In a related study, student teachers' 
interacting with the community led to a better understanding of the learners within and out of the 
classroom (St. Olaf, 2019). As observed by Rice & Kitchel, (2015), internships exposed student 
teachers to a different school and community cultures, projects within the school, and other 
activities. As the internship progresses, student teachers developed renewed energy while 
introduced new ideas and projects beneficial to the school community (Carpenter & Blance, 
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2007).  Lynn, et al. (2007) reported that teacher internships benefit the institutions since the 
student teachers are engaged in career-based experiences.  
In a study that examined changes in preservice teachers’ beliefs about teaching, Kagan 
(1992) reported that toward the end of the internship, novice student teachers became optimistic 
about their future task of teaching as they learned to develop effective traits to handle learners of 
all age range. While self-reports by interns at the end of the internship seemed positive, some 
preservice teachers still expressed less confidence with their ability to effectively apply the 
pedagogical knowledge and skills in their future classroom teaching (Rice and Kitchel, 2015).  
The Success of SBAE Teachers in their First Year of Teaching 
National Council of Teacher Quality (2011) reported the need for an effective and 
improved internship program for developing student teachers to become true professionals in 
education. While student teaching internship provides a strong foundation for student teachers to 
become successful and confident as they begin their careers, the length of training and internship 
greatly influences the success of beginning teachers.  Wilson et al. (2002) reported that student 
teachers who went through a five-year teacher program had higher teaching abilities than their 
colleagues who went for a four-year or less program. Once the student teachers complete their 
internships, each one has a way to reflect upon the internship experience and decide on either 
getting into the teaching profession or moving to other professions. 
Stripling et al. (2008) study reported the success of a student-teacher within the teaching 
profession was determined by the nature of beliefs and attitudes the intern holds. Most students 
enter the teaching profession with an expectation that teacher preparation, especially student 
teaching internship, will offer them an opportunity to be successful in their future career (Camp 
& Bailey, 1998; Hebert & Worthy, 2001), contrary, gender plays an important role. Agricultural 
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education research has documented issues influencing females’ success within the program 
including female role models, gender stereotyping and gender bias (Baxtor, et al., 2011; Foster, 
2001, 2003; Kelsey, 2007; Kleihauer, et al., 2013). According to Kelsey (2007), females 
continue to face the struggle to prove their competence and capabilities within the teaching 
profession.  Female agriculture teachers have challenges balancing the teaching roles and family 
(Foster, 2001, 2003; Kelsey, 2006a; Murray, Flowers, Croom, & Wilson, 2011); this is evident 
when justifying time after school or on weekends, conducting SAE and FFA related duties 
(Foster, 2001, 2003; Kelsey, 2006a; Murray, et al., 2011).  As they engage in responsibilities 
related with teaching agriculture, research has also noted gender bias (Kelsey, 2006a) for 
example, in multiple departments, women who teach are assigned courses associated to "non-
male stereotype" such as Horticulture and introduction to agriculture as opposed to welding and 
animal sciences courses (Kelsey, 2007). 
 As new teachers enter schools, they have a responsibility to adjust to the new culture of 
the school and the community while learning from veteran teachers despite the level of college 
preparation received (Brewster & Railsback, 2001). According to Cherian (2007), new teachers 
who received guidance and support from the entire school staff were able to adjust to the 
teaching task immediately. Soon after employment, first-year SBAE teachers unlike interns in 
other fields take on the same duties and responsibilities as those teachers who have taught for 20 
years (Brewster & Railsback, 2001). Such teachers require induction programs from experienced 
educators to help them adjust to the school system. One study revealed induction programs 
provided support for new teachers to get accustomed to the new teaching environment (Belanger, 
2018). Mentorship programs offer unique assistance to new teachers that other programs like 
professional development and preparation programs may not offer. The importance of the 
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mentorship program was to enable beginning teachers to be better prepared in the classroom and 
feel comfortable during the initial stages of teaching (Nahal, 2010). 
The most important component of the induction programs was the mentor teachers 
(Wong, 2004). According to Belanger (2018), mentor teachers with a good relationship with the 
student teachers, the mentor was able to provide guidance that enabled student teachers to decide 
on suitable professional development and linked them to different sources of instructional or 
teaching resources. Also, for beginning teachers, being surrounded by a supportive team of 
colleagues was important (Anhorn, 2008). New teachers working closely with colleagues within 
the school develop strong and meaningful support (Lach & Goodwin, 2002). First-year teachers 
who received strong support from colleagues had greater levels of job satisfaction and self-
efficacy (Anhorn, 2008; Nahal, 2010). 
While Krysher, et al. (2015) agreed that mastery of knowledge and becoming an effective 
teacher takes time, most of what the student teachers gained during student teaching facilitates 
their success in classroom teaching. New teachers valued their fieldwork more than their 
university coursework. Beginning teachers' views on-field experience revealed that the internship 
enabled them to gain knowledge and survival skills, especially related to handling learners with 
diverse learning needs (Wilson, et al., 2002).  
Lach and Goodwin (2002) noted that by setting goals at the beginning of the school year, 
beginning teachers continuously reflect on the important broad and lesson objectives they set for 
the learners and classroom. As a result, they can devote their energy toward the accomplishment 
of these goals. Despite entering the profession with clear images of good teaching, first-year 
agriscience teachers still feel inadequately equipped with content knowledge in major content 
areas such as agricultural mechanics (Stripling et al., 2008). A teacher's morale influences 
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students' learning. High teacher morale creates a satisfying career because the teacher can teach 
students who would become productive members of society (Earp, 2016). While researchers 
agree that the first years of teaching are an important period in the professional development of 
teachers, there is a need to understand that learning to teach effectively takes time (Huling-
Austin, 1992; Krysher et al., 2015).  
Theoretical Framework 
Kolb’s (1984) Experiential Learning Theory 
This study was grounded on Kolb’s (1984) experiential learning theory (ELT).  Kolb 
(1984) created a model of experiential learning with a characteristic of learning.  From the 
model, the focus was on the learner’s direct experience with a situation, reflection on the 
happenings in the situation, and development of rules or theories (Roberts, 2006).  Through ELT, 
learning is achieved through a series of experiences. Experiential learning theory defines 
learning as “the process whereby knowledge is created through the transformation of experience; 
knowledge results from the combination of grasping and transforming experience” (Kolb 1984, 
p. 41).  
 In this theory, four cycles of learning are involved as seen in Kolb's model of 
experiential learning (Figure 1) (Kolb, 1984). The cycle begins with concrete experiences (do), 
proceeds to process and transforming the experience (reflect), forming theories, applying those 
theories, and finally returns to additional experiences (Kolb, 1984). Kolb (1984) reported that 
effective learning requires four different kinds of abilities: concrete experience (CE), reflective 
observation (RO), abstract conceptualization (AC), and active experimentation (AE). Learners 
should be actively engaged in gaining new experiences (CE), then through observations, think 
about those experiences from different perspectives (RO), create meaningful theories through 
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integrating thoughts and experiences (AC), then apply these theories to improve their 
experiences (AE). Through experiential learning, the student-teacher grasps information through 
concrete experience or abstract conceptualization and transforms the information into new 
knowledge either by reflective observation or by active experimentation (Kolb, 1984). Learning 
occurs when action, reflection, concept, and experience are combined (Kolb & Kolb, 2017).  
Selingo’s (2016) study argued that the difference between success and failure in careers 
depends on experiential learning experiences; according to the study, graduates who were most 
successful in their careers had at least one college internship plus other out of classroom projects.  
During the internship, a student-teacher is trained in the real world of work and can integrate 
theory into practice (Parveen & Mirza, 2012). Student teaching internship experience enable 
student teachers create theories about their ways of teaching through observations of the 
surrounding conditions and interactions within the school community. They make their 
judgments based on observations and past knowledge, and later utilize the new knowledge within 
a classroom environment. Dewey (1933) emphasized that when learners encounter difficulty 
during the process of learning, they can reflect on, learn from the experience, and apply the 
lesson learned in the future if they encounter the same problems. Experiential learning focusses 
less on doing and more on reflection because, through reflection, the application of learned 
experiences is lifelong (Knobloch, 2003). As individuals handle different situations, they gain 
knowledge and skills applicable to future situations (Dewey, 1938). Therefore, student teachers 
rely on their student teaching internship experiences to improve their teaching in subsequent 
years. 
 Analysis of experiential learning theory within agricultural education revealed that the 
theory was an applicable and constructive framework for modern-day teacher preparation 
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programs (Knobloch, 2003). Agricultural educators believed that learning occurred through 
experience, therefore, student teaching experiences have been integrated into the curriculum of 
agricultural education programs. On-campus, student teachers are equipped with real-life 
experiences through lessons about how to teach and theories of learning taught in methods 
courses (Torres, et al., 2010). Concrete experiences during student teaching enhance the real 
experiential learning process; some experiences gained by student teachers include career 
awareness and exploration, linking theory to practice, professional skills development, and 
developing responsibility for one's professional growth (Torres, et al., 2010, p. 133).  
During student teaching, student teachers experience concrete experiences through the 
three-component model of classroom and laboratory instruction, SAE, and FFA. According to 
Torres, et al., 2010, student teachers getting involved in the classroom, in both FFA and SAE, 
encounter challenges and strengths, and through these experiences, they are able to reflect and 
reassess their teaching practices based on real-life situations. Internship for preservice teachers 
and the experiences of agriculture teachers in a classroom are all important elements of 





 Figure 1: The Experiential Learning Theory cycle. Kolb, D. A. (1984). Experience as the 
source of learning and development. Upper Saddle River: Prentice-Hall. 
 
Dunkin and Biddle’s (1974) theory of classroom teaching 
While Kolb’s experiential learning considered the four stages of learning (i.e., concrete 
experience, reflective observation, abstract conceptualization, and active experimentation), 
Dunkin and Biddle’s (1974) theory of classroom teaching focused on additional factors that 
constitute the success of first-year teachers. The theoretical framework that guided this study lies 
in Mitzel’s (1960) model of the teaching and learning process, as adapted by Dunkin and Biddle 
(1974). Both articles reported that teacher characteristics (Presage variables) and context 
variables influence process variables, which then result in product variables (Figure 2). 
The success of the first-year teachers is dependent on classroom management, individual 
teacher characteristics, and the context within which learning takes place. The teacher 
characteristics include teacher formative experiences, teacher-training experiences, and teacher 
properties (Roberts, 2003). According to Roberts (2003) teacher formative experiences are those 
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experiences that the student teachers have before enrolling in the teacher preparation programs. 
While Dunkin and Biddle (1974) noted that the formative experiences are physical attributes of a 
teacher, Shoulders (2012) stated that the experiences that classroom teachers possess could be 
non-physical, physical, or social settings in which the teachers were raised. Teacher training 
experiences include teacher preparation programs, instructor's attitudes, early field experiences, 
student teaching, in-service education, and post-graduate education (Roberts, 2003). The teacher 
properties are characteristics that the teachers bring into teaching situations (Roberts, 2003). 
The context within which teaching and learning take place influences how successful a 
teacher becomes. Roberts (2003) defines context variables as those variables within the learning 
environment but are out of the teacher's control. These include the learners' formative 
experiences and properties, the school community, and the classroom environment (Dunkin & 
Biddle, 1974). Just like teacher formative experiences, learners' formative experiences are those 
experiences that the learner brings into the educational programs. These learners' formative 
experiences can be influenced by factors such as family background, socioeconomic situations, 
and physical factors (Shoulders, 2012). Learners' properties are individual learners' personality 
characteristics that affect learning, these properties are the measurable attributes exhibited by 
learners during the educational process (Roberts, 2003). The culture of both the school and the 
community could impact the learning experience. School and community relationships influence 
classroom environments such as the number of students in a class, available resources, and the 
culture developed in a class (Shoulders, 2012). Teacher characteristics (presage) variables and 
context variables interconnect to form process variables. These are the actual activities that occur 
in the classroom (Dunkin & Biddle, 1974) including learners' and teachers' observable behaviors.  
The teacher-learner interactions in the class result is an observable change in learner's behavior 
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(Shoulders, 2012). Process variables yield product variables. Product variables are associated 
with the outcomes of teaching (Dunkin & Biddle, 1974). The outcomes measured in terms of 
immediate pupil academic growth could be determined by how a pupil learns a subject matter 
and attitude developed towards the subject (Roberts, 2003). For teachers, the product outcome 
can be satisfaction in the job resulting in successful job performance. 
 
Figure 2: Mitzel’s Model for the Study of Classroom Teaching adapted by Dunkin, M. J., & 







































Classroom   
Behavior Observable 
  Changes in  
  Pupil 



















The model (Figure 3) depicts two variables, the dependent (success of the first-year 
school-based agricultural education (SBAE) teachers) and the independent variable (internship 
experiences). The first stage, the student teaching internship, provides a foundation for a 
successful future teaching career. This stage provides clinical experiences necessary for 
application in practice.  The student teaching internship also focusses on equipping student 
teachers with real-life classroom experiences on three major areas; classroom and laboratory 
instruction, FFA programs, and supervised agricultural experiences (SAE). Through the course 
of student teaching internship, the student-teacher has the responsibility of running a class just 
like a veteran teacher. The preservice teacher creates relationships with learners, strives to know 
them better, and learns to work together to achieve a lesson and end- of- year goals. The act of 
performing activities related to managing a class, FFA, and SAE provides the preservice teacher 
an opportunity to reflect on his/ her performance, create strategies and new knowledge about the 
experience, and be able to use the strategies to handle various situations in the future career. A 
successful student teaching internship experience requires collaboration among the student 
teacher, a mentor teacher, and a university professor. 
Student teaching internship forms a strong foundation before the student-teacher 
transitions into the second stage of the model, involving success as a first-year SBAE teacher. 
After completing all the experiences necessary for the student teaching internship level, the 
students get into the teaching profession. During the first year of teaching, the teachers encounter 
experiences related to classroom management, FFA, and SAE. At the initial stage of teaching, 
the success of an individual teacher will depend on the ability to apply the knowledge and skills 
gained to solve any issue of concern. Within the classroom management, a teacher will feel 
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successful when he/ she can control the students' behavior, be able to use the computer in 
teaching, has varied teaching techniques, can make a lesson plan, and can assess learners' 
progress while providing regular consistent feedback. In the FFA programs, success is realized if 
the teacher can facilitate fundraising events; plan and organize FFA activities at the local, state, 
and national levels; and can train FFA teams. Success in SAE is achieved when the teacher 
creates diversity within SAE, engages in project supervision, and engages students in the project. 
A teacher’s success depends on how well the internship prepared them to handle various 
teaching tasks. A student teacher who feels that student teaching internship prepared them to 
handle teaching tasks will feel satisfied with the teaching career, have feelings of achievement 
and be willing to remain in the profession.  
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Figure 3: Conceptual Framework Indicating the relationship between the three-circle model 










The purpose of this explanatory mixed methods research was to utilize both quantitative 
and qualitative data to understand the role of a student teaching internship in the perceived 
success of first-year SBAE teachers. The researcher created a questionnaire focusing on three 
areas FFA, SAE, and Classroom Instruction and distributed via web-based software (qualtrics).  
Also, eight participants were interviewed via zoom (an online program). The following chapter 
outlined the methodology utilized in this study as follows: research design, selection of 
participants, instrumentation, data collection, and data analysis, and rigor. 
Subjectivity Statement 
The researcher grew up in a suburban neighborhood with both nuclear and extended 
family households. Her home was a dual-income household and she had seven siblings. Her 
home country did not offer SAE or FFA in any school. Due to this, among other circumstances, 
she has very little background on SAE and FFA programs or she was exposed to agricultural 
education at high school and a bachelor's degree studying agricultural and extension education.  
Drawn by a love for gardening, she found her passion for agriculture and advocacy. In her 
country, she worked as a livestock extension agent and later as an agriculture educator. Going 
into this study, the idea of studying student teaching internship and its perceived contribution to 
the success within the first year of agriculture teachers struck. She began to understand the 
constructs of classroom teaching, SAE, and FFA since she had little previous knowledge of 
them. Additionally, she viewed these constructs as extremely valuable, and this research 




The purpose of this study was to determine the perceived influence of internship 
experiences on the perceived success of school-based agricultural education (SBAE) teachers in 
their first year of teaching.  
 Research Objectives and Questions 
1. What are the demographic characteristics of first-year school-based agricultural 
education teachers in Arkansas? 
2. Determine the significant differences in the perceived capability of handling FFA, 
SAE, and Classroom Instruction during student teaching internship and the first year 
of service for SBAE teachers in Arkansas 
3. Compare the success of the first-year school-based agricultural education teachers 
based on their gender 
4. What is the relationship between perceptions of student teaching internship and the 
overall perception of success for the first-year school-based agricultural education 
teachers? 
 Research Design  
This study used an explanatory mixed methods research (Creswell & Plano Clark, 2017). 
This research design included an online questionnaire via Qualtrics and the follow-up qualitative 
interview with a priority on the quantitative data. The qualitative results helped explain the 
survey results, therefore, a better understanding of the significant and non-significant findings.  
Fraenkel, Wallen, and Hyun (2015) reported using both qualitative and quantitative approaches 
within the same study as common in recent years because the mixed-method design provides 
clarifications and detailed explanations of the relationship existing among variables. According 
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to Li et al. (2015), mixed methods is both a method and methodology. As a method, it 
encompasses approaches and techniques of collecting, analyzing, and mixing qualitative and 
quantitative data makes it a method. As a methodology, it combines both qualitative and 
quantitative methods throughout the levels of the research process: from assumptions, data 
collection to analysis (Li et al., 2015). The intention of integrating both quantitative and 
qualitative data collection instead of a single method is to bring together the strengths of the two 
methods, and offset the weaknesses for a better understanding of research problem (Creswell & 
Plano Clark, 2017; Wisdom, et al., 2012).   
The explanatory design has two distinct phases: the initial quantitative phase and the 
follow-up qualitative phase. This design is appropriate when researchers desire to provide 
detailed explanations of quantitative data using a follow-up interview. Accordingly, the 
explanatory design was best suited for this study given the current study based on perceptions of 
the first-year school-based agricultural teachers, mixed methods design has been used in several 
perception studies. For example, Faust (2012) used a mixed-methods design to measure the 
teacher's perceptions of the influence of their background characteristics, attitudes, and 
instructional practices on student achievement. Gulliot (2003) used the mixed-method design to 
measure the perceptions of a teacher and student on the use of online instruction in higher 
education. The researcher purposefully selected participants according to the results of the 
quantitative phase. 
Selection of Participants 
Quantitative Phase. This study focused on the impact of student teaching internship on 
the perceived success of first-year SBAE teachers. If a novice teacher feels unsuccessful at 
teaching, then that teacher may decide to abandon their profession (Knobloch, 2003). Based on 
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this statement, the target participants involved first-year school-based agricultural education 
teachers. These teachers were expected to have completed a teacher-training program and 
attended a teaching internship for a specified period within a school setting. The participants, 
from urban, suburban, and rural high schools had taught for the utmost one year. The list of new 
teachers was obtained during the 2019 Agricultural Education New Teacher Professional 
Development Conference held at Camp Couchdale from July 30th to August 1st 2019. The list 
contained the teachers' phone numbers, name of the school, physical address, and e-mail address.  
Of the 36 individuals in the target population, six respondents said they were non-traditional.  
Because the study targeted the traditional cohort of teachers, the researcher excluded them from 
the study. Out of the remaining 30 participants, only data from 22 SBAE teachers were used to 
describe the demographic characteristics because they fully completed the questionnaire.  
Qualitative phase: The Selection of the participants for the interviews relied on the 
questionnaire results. Question 15 on the questionnaire related to teachers rating on their overall 
level of success was used as a basis for selection. The interviewees were selected based on their 
responses.  Two groups of teachers were selected, four of whom rated their success as below 
average and average and five who felt that their performance was above average and excellent. 
All eight participants were interviewed via zoom at an average time of 30 minutes. 
Instrumentation  
Quantitative phase using an online questionnaire. In this study, the researcher 
distributed an online researcher-developed questionnaire via Qualtrics (see Appendix A). The 
semi-structured questionnaire adapted from a study of teacher self-efficacy of beginning teachers 
Wolf (2008) was used to further examine the participants’ individual beliefs of their capacity to 
handle certain tasks during student teaching internship and while teaching within the first year.  
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The questionnaire had three main sections; demographic section where participant's age, the 
highest level of education, gender, number of years enrolled in agricultural education, FFA, the 
location of their current teaching high school, and years of teaching experience. The second 
section had a series of questions on the capability to handle three main domains: classroom 
management, FFA, and SAE, both currently while teaching and during their student teaching 
internship. Items within the three domains were measured using a 5-point Likert scale ranging 
from 1 (not capable) to 5 (very capable). While focusing on the three domains, the third section 
asked the participants to rate their level of satisfaction with their student teaching internship and 
finally their overall level of success as beginning teachers. The data collection via questionnaires 
took place between November 2019 and December 2019.  
Qualitative phase using an interview protocol: The researcher utilized a semi-
structured interview protocol (see Appendix II) consisting of a researcher-developed guidebook 
of questions, and follow-up probing questions. The eight participants were interviewed 
individually about their perceptions of student teaching internship experiences and their current 
perceived level of success within their first year of teaching. 
Experts within the department of agricultural education, communication, and technology 
at the University of Arkansas reviewed the interview questions to ascertain their relevance. The 
interview protocol is located in Appendix B. The researcher conducted the 30- minute interviews 
via zoom over the last two weeks of February 2020. According to Salmons, 2015, there is a 
reason why field researchers conduct interviews using some form of information and 
communication technology. The researcher used zoom to reduce expenses involved with meeting 




The researcher sought approval to conduct the study from the Institutional Review Board 
for Protection of Human Subjects at the University of Arkansas. The study was approved on 
August 29, 2019 (see Appendix C) with the IRB study number as 1907203426. 
 A timeline of participant contact was as follows, with all data collection points occurring 
in the fall 2019 and spring 2020 semester: 
November 11: Initial invitation email was sent to the 36 identified first-year SBAE teachers.   
November 15: The researcher eliminated six teachers from the list for not meeting the criteria. 
November 18: The online questionnaire link was sent via Qualtrics. The questionnaire included 
an informed consent 
November 26: First reminder sent via email. 
December 3: Second reminder via email. 
December 10: Third reminder via text. 
February 6: Some teachers completed the questionnaire via qualtrics. 
February 10 – February 14: The first interview mail was sent to all individuals who had 
completed the online questionnaire. The researcher individually requested the teachers to 
participate in an interview. 
February19-February 27: Eight teacher interviews conducted via zoom online platform.  
Data Analysis 
Quantitative: All the objectives were analyzed using descriptive statistics in SAS 9.4 
English Version. The objective was to describe the demographic characteristics of first-year 
school-based agricultural education teachers in Arkansas; analysis of the data used frequency and 
percentages. Objective 2 was to determine the significant differences in the perceived success in 
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of handling FFA, SAE, and classroom instruction during student teaching internship and the first 
year of service. Data were analyzed using means and standard deviations. Objective 3 was to 
compare the success of the first-year school-based agricultural education teachers based on their 
gender; data were analyzed using means and standard deviation. Objective 4 was to describe the 
relationship in perceptions of student teaching internship and the overall perception of success 
for the first-year school-based agricultural education teachers; correlational analysis was used to 
examine the relationship between perceptions of student teaching internship (FFA, SAE, and 
classroom teaching) and overall success, using Pearson's correlation. 
Qualitative: The researcher identified the main themes contributing to success among 
first-year school-based agriculture teachers in Arkansas. Eight participants were interviewed and 
the interviews were transcribed using descript software. The researcher and a research graduate 
peer proofread the transcriptions for accuracy. The researcher coded the interview transcripts and 
identified overarching themes across the eight interviews. Recurring themes were identified in a 
six-phase process (Braun & Clarke, 2006). The six-phase process included becoming familiar 
with the data, creating initial codes, compiling codes to generate themes, reviewing the themes, 
defining and naming themes, and producing the report. According to Braun and Clarke (2006), to 
know the data, the researcher read through the data items transcribed from the interviews while 
thinking of how the data will make sense. Short notes of salient ideas about the data were made. 
The second stage of creating initial codes involved the systematic creation of labels that grasp 
the salient ideas within the data. The captured codes reflected the surface meanings; the 
researcher will record the direct meanings of the collected data. Code labels allowed the ability 
to work independently from the data. The coding process was done by commenting directly on 
the transcripts, then a list of all codes was generated. The third stage, the codes were compiled by 
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putting together codes with similar meaning and important ideas that relate together, and that 
they might provide an answer to research questions. Different colored pens were used to 
combine codes with shared meanings. The relevant coded data were reviewed, gathered, and 
organized under each theme. Stage four reviewed the themes by closely examining if the themes 
meet certain aspects like quality, boundaries covered by each theme, quantity, the scope of the 
themes, and whether the themes are related to the research questions. Stage five involved 
defining and naming the generated themes; each theme is given a name that reflects and 
describes the key ideas captured by the theme. Producing a report is the last process. Themes 
were presented in the form of a story while selecting meaningful and fascinating examples of 
data for each theme. The whole analysis process was related to the research questions and the 
whole context of the research report. 
A researcher and a qualitative research expert from the department of agricultural 
education at the University of Arkansas agreed on checking and confirming the key ideas and 
themes (Lombard, Snyder-Duch, & Bracken, 2002). 
Validity and Reliability of Quantitative Data 
Threats to Validity in Survey Research 
According to Ary et al. (2010), this study may be prone to the following threats: 
1. The information reported by the respondents may seem true but is not. 
 
2. Respondents may report false answers to appear socially appealing. 
 
3. Respondents may respond to please the researcher. 
 
4. Respondents may withhold information for fear of their information being used 
against them. 
 





Addressing Threats to Validity 
The questionnaire was adapted from a study of teacher self-efficacy of beginning teachers 
Wolf (2008). During initial use of the instrument, reliability statistics were run and the 
Cronbach's alpha internal consistency reliability coefficient was above .85. Therefore, the 
reliability of the instrument was deemed appropriate and the researcher of these studies adopted 
some items related to teacher self-efficacy and perceived importance of FFA, SAE, and 
Classroom. To check for the face and content validity of the researcher-developed questionnaire, 
a panel of three experts from educational related departments reviewed the questions to establish 
content and construct validity of the questionnaire (Bolarinwa, 2015). The faculty members 
reviewed the survey for clarity, wordiness, and assessed the effectiveness of the questions in 
obtaining the relevant data. The researcher adjusted the questionnaire to addressed the issues 
pointed out. 
Reliability of the questionnaire was assessed through a pilot pretest (N = 10) and a 
posttest (N = 10) using the test-retest method. Bolarinwa (2015) stated that test-retest is the 
common form of reliability test for a questionnaire. The participants consisted of ten school-
based agricultural education (SBAE) teachers in their second, third, fourth, and fifth year of 
teaching. The same participants received and completed the same instrument for the second pilot 
testing. The difference in duration between the administration of the first questionnaire and the 
second was two weeks. SAS (Statistical Analysis System) was used to analyze the collected data 
and a reliability coefficient of .75 indicated high reliability.  
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Trustworthiness and Rigor of Qualitative Data 
Lincoln and Guba (1985) described four components of trustworthiness and rigor applied 
to this research. The four components are credibility, transferability, dependability, and 
confirmability. 
Credibility 
The following methods were used to ensure the credibility of this study. 
1. Persistent observations: The researcher conducted in-depth interviews that lasted for 30 
minutes. 
2. Constant comparative: Two different researchers compared the transcriptions to find an 
agreement on the main and sub-themes 
Transferability 
The transferability of the research suggests the results of the study could be 
applied to studies in similar contexts.A thick description of the participants would allow 
replication of similar studies to experienced teachers or first-year teachers in different 
states. 
Dependability  
Dependability ensures the researcher provided an accurate and detailed 
description of the research study. A description of the context, methods, and procedures 
as documented in each section of the research report. 
Confirmability  
Confirmability requires that the results of the study are unbiased and not 
influenced by the personal motivation of the researcher. To meet this requirement, the 




The study utilized an explanatory mixed methods research design.  This design 
was appropriate because the results from the online questionnaire guided the researcher in 
selecting the interviewees. Twenty-two participants completed the questionnaire while 
eight were interviewed. For quantitative data, descriptive statistics were used to analyze 
the results and the constant comparative method was used to compare the key themes of 
the qualitative portion of the study. Pearson's r was used to analyze the relationship 




The findings in this chapter are the results of both the survey data and interviews 
collected from the first-year school-based agriculture teachers from Arkansas. The 
findings arise from an analysis of data related to FFA, SAE, and classroom instruction. 
The purpose of this study was to determine the perceived influence of student internship 
experiences on the perceived success of school-based agricultural education (SBAE) 
teachers in their first year of teaching. The data were analyzed using descriptive statistics.  
For each table, there is a discussion detailing the specific method of analysis used to 
interpret the data. Qualitative data was used to support and elaborate on the quantitative 
data.  The results presented addressed the following research objectives: 
1. What are the demographic characteristics of first-year school-based 
agricultural education teachers in Arkansas? 
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2. Determine the differences in the perceived capability of handling FFA, SAE, 
and Classroom Instruction during student teaching internship and during the 
first year of service for SBAE teachers in Arkansas. 
3. Compare the success of first-year school-based agricultural education teachers 
based on their gender. 
4. What is the relationship between the perceptions of student teaching 
internship and the overall perception of success for first-year school-based 
agricultural education teachers? 
 
Objective One 
Demographic Characteristics of First-year School-Based Agriculture Teachers 
Objective one sought to describe the demographic characteristics of first-year school-
based agricultural education teachers in Arkansas. Data collected for this objective were 
analyzed using descriptive statistics for the selected demographic variables.  Of the 36 
individuals in the target population, six respondents said they were non-traditional. 
Because the study targeted the traditional cohort of teachers, the researcher excluded 
them from the study. Out of the remaining 30 participants, only data from 22 SBAE 
teachers were used to describe the demographic characteristics because they fully 
completed the questionnaire. Also, they reporting to have completed a traditional student 
teaching internship program. As suggested by Lindner et al. (2001), the researcher 
ignored the eight non-respondents after sending them a series of reminders and follow-up 
via telephone.  
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Table 1 presents the descriptive statistics involving frequencies and percentages of 
gender, university, undergraduate major, years enrolled in high school agriculture 
program, years enrolled as an FFA member in high school, and categories of high schools 
based on their location. For verification purposes about school locations, the researcher 
compared the data provided by the participants with the information on the National 














































Demographic characteristics of first-year school-based agricultural education teachers in 
Arkansas (n = 22) 
 
Characteristics f % 
Gender   
Female 10 45.5 
Male 12 54.6 
University   
University of Arkansas 6 27.3 
Oklahoma state 2 9.1 
Arkansas Tech 8 36.4 
Southern Arkansas 4 18.2 
Arkansas state 1 4.6 
Louisiana state 1 4.6 
Major   
Agricultural Education 15 68.2 
Animal Science 4 18.2 
Horticulture 1 4.6 
Marketing 1 4.6 
Agricultural economics 1 4.6 
Years in the high school ag 
program 
  
0 3 13.6 
1 1 4.6 
2 0 0 
3 2 9.1 
4 16 72.7 
High school FFA 
membership 
  
0 4 18.2 
1 0 0 
2 1 4.6 
3 1 4.6 
4 16 72.7 
Category of High School   
Urban 5 22.73 
Sub-Urban 3 13.64 
Rural 14 63.64 
 
The population for this study comprised of first-year SBAE teachers (n = 22). All the 
respondents had taught agriculture for one complete year or less in their current positions. The 
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ages of the participants ranged between 22 years to 59 years (M = 27.73, SD = 9.16), this means 
some of the first year SBAE teachers were young professionals while others had been on other 
fields before getting into the teaching profession. One of the teachers reported pursuing further 
studies at graduate school, working in an agriculture-related field, and finally getting into 
teaching. For instance, HE-003 said,  
I went to work for an extension.  I was a forage and agriculture agent for about a 
year and a half and then the job for Agricultural education opened up here in my 
hometown. If I would have started teaching that next fall right afterward, I think it 
would have helped me a lot but of course, I went to graduate school for two years 
and I was working somewhere else for a year and a half. 
 
When asked about their gender, a majority of the respondents identified as male (n = 12, 54.6 %) 
while a small proportion identified as female. While the teachers reported graduating from six 
universities, a large proportion of teachers with an undergraduate in an agricultural education 
major, graduated from Arkansas Tech (n = 8, 36.4 %). Arkansas state university (n = 1, 4.6 %) 
and Louisiana university (n = 1, 4.6 %) had the least number of SBAE teacher-graduates.  
Overall, many of the first-year SBAE teachers completed an undergraduate major in agricultural 
and extension education (n = 15, 68.2 %) with nearly a third (n = 7, 31.8 %) graduating from 
other majors. Some of the respondents had minimal exposure to agricultural education-related 
content at the undergraduate level but later pursued agricultural education at the graduate level. 
For example, MB-001 said,  
I went to the University of [State] for an undergraduate program in animal 
science and later a master's in agricultural education. 
 
Almost three-quarters of the teachers (n = 16, 72.7 %) were enrolled in high school as both 
members of agriculture programs and FFA (n = 16, 72.7 %), six of the eight teachers possessed a 
background knowledge of agriculture. A majority of the teachers reported having been actively 
involved in agriculture-related programs and leadership positions. Through those positions, they 
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gained skills applicable to their teaching career. Some of the teachers described their prior 
knowledge in agriculture. For example, HE-003 said, 
I was a state officer and a summer intern for Arkansas FFA before student 
teaching so I had a lot of inside information of how the state/chapter ran things 
but through student teaching, I learned more about fundraising and budgeting 
aspects. 
 
One teacher gained minimal knowledge in FFA while in high school. According to the 
respondent, their participation depended on an agreement between their agriculture 
teacher and the sports teacher, on who should have the students at a particular time. Most 
times, the students would forego one event and attend the other because the events took 
place concurrently. RG-006 explained this situation, 
The high school that I graduated we had FFA but was a small school, so my 
involvement in FFA was kinda small. The CDE time occurred at the same time 
with softball and my softball coach didn't work with my ag teacher, so I had to 
pick and choose what I wanted which made things kinda difficult. 
 
 At the early stages of their lives, some of the teachers raised in farm families developed their 
passion to pursue agricultural education.  HS-004 described the following situation,   
I graduated from U of A and I grew up raising sheep and cattle, so I was super 
involved in FFA and 4-H growing up.  My uncle was also my agriculture teacher, 
so that helped too. 
 
Seven teachers (n = 7, 31.8 %) reported no involvement in agriculture programs and FFA 
leadership programs at their previous high schools. The majority of the high schools (n = 14, 
63.6 %) taught by the respondents were located in the rural areas of Arkansas. The results are 
shown in Table 1. One of the teachers explained the situation of the current school.  AB-007 
said,  
I teach at a school, the town is about 1000, I think each graduating class is like 
maybe a hundred, a very impoverished area, I taught in similar school during my 




 Two of the teachers described schools in the rural areas as having small programs, low 
enrollment rates, low socioeconomic status, and few resources as compared to big schools 
mostly located in urban and suburban areas. These teachers reported teaching in a small school 
during student teaching and transitioning into similar schools in their first year of teaching.  CL-
005 said,  
Some schools in urban and suburban areas of this state are all 7A schools with 
large enrolment numbers, the socioeconomic system there is of a higher than it is 
where I am located. My school is classified as a 2A, it has a smaller program, 9th 
to 12 th grade, we have 203 kids whereas, in big schools, enrolment rates are 
800-900. During student teaching, I was also in a smaller area. Also, the 7A 
schools are high technology schools that require teachers to be able to perform at 
a high standard where I feel the small schools just require a body who just do 
what they need to do to get by as a teacher, so to say. A lot less is expected for 
teachers in such small schools. 
 
One teacher reported existing differences between a rural and an urban school in the way the 
students love agriculture.  For example, TH-008 stated, 
I think that based on the location of your school, I think that it can influence 
different teaching practices, that you learn how to deal with different diverse 
groups of students based on where they're from and what their backgrounds are. 
Typically, students in a rural area are exposed to ag very early on, so they're 
more prone to understand concepts and be more interested in concepts or things 
like that. But that being said, I definitely think that there's still the possibility of 
success in an urban or suburban area, but I think you have to be more creative 
about how you present that information to students. 
 
Objective Two 
Teachers’ Capability during Internship and First Year of Teaching 
Objective two sought to determine the significant differences in the perceived capability of 
handling FFA, SAE, and classroom instruction during student teaching internship and the first 






Table 2 displayed the summated mean scores and standard deviations for the FFA overall 
score, as well as the score for each of the ten items handled during student teaching and the 
first year of teaching. 
Table 2 
 
The capability of handling each of the items in FFA during Student Teaching Internship 
and the First-year of Teaching 
 
FFA Student Teaching Internship 
Experiences  
Student Teaching 
Internship (n = 22) 
First-year of Teaching 
(n = 22) 
 M SD M SD 
Collaborating with FFA Alumni Chapter. 4.50 0.74 3.32 1.17 
Assisting students in developing a 
program of activities 
4.18 1.00 3.82 1.14 
Utilizing a program advisory board.   4.00 1.02 3.95 1.05 
Assisting students in facilitating FFA 
fundraising activities.   
3.85 1.42 2.40 1.31 
Assisting students in preparing FFA 
proficiency applications.   
3.70 1.50 2.85 1.53 
Assisting students in planning FFA 
banquets 
3.10 1.52 3.05 1.64 
Advising FFA meetings.   2.71 1.06 2.82 1.40 
Supervising students during FFA trips 
and activities.   
2.45 1.28 2.20 1.61 
Assisting students in planning FFA 
chapter activities.   
2.33 1.39 3.95 1.50 
Assisting students in preparing FFA 
degree applications.   
2.05 1.50 3.35 1.50 
Overall mean 3.24 0.91 3.22 0.89 
Note. Instrument based on a 5-point Likert scale (1-not capable to 5- very capable). 
 
Overall, during student teaching, SBAE teachers scored slightly higher in performing 
FFA duties (M = 3.24, SD = 0.91) than during their first year of teaching (M = 3.22, SD = 0.89).  
This showed the participants felt more successful in handling FFA duties during student teaching 
than in their first year of teaching. While teaching, the respondents scored lower in assisting 
students in facilitating FFA fundraising activities and supervising students during FFA trips and 
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activities.  Higher scores were observed in utilizing a program advisory board and assisting 
students in planning FFA chapter activities. 
During the student teaching internship, the participants felt more successful in handling 
three areas: collaborating with the FFA alumni chapter, assisting students in developing a 
program of activities, and utilizing a program advisory board. The respondents scored lower in 
assisting students in preparing FFA degree applications, assisting students in planning FFA 
chapter activities, and supervising students during FFA trips and activities. 
During both student teaching internship and the first year of teaching, the teachers 
felt less successful in supervising students during FFA trips and activities. The 
interviewed teachers felt students were manageable while in school compared to when 
out of school.  For example, AB-007 said, 
On FFA side, where you take things not necessarily more casual, but like when 
you go outside of school, it's a lot different than like when you're wrangling kids 
inside of school versus outside of school boundaries. Like the rules are the same, 
like technically they're supposed to abide by the handbook, but also like when 
you're out and about like you have to worry about kids being lost. Kids like doing 
all sorts of evil things like you do have to worry a lot more than like if you were 
just in school. 
 
 Six of the eight teachers student-taught in schools with well-established FFA 
programs and taught under the guidance of mentor teachers who offered guidance on how 
to run the programs on their own. For instance, RG-006 explained the mentor teacher's 
support,  
At the school where I student taught, their FFA program is like the top of the line 
there, I learned a lot about like how to schedule practices, making a plan for 
practice, seeing how it looks like having that are borne into your program that 
wants to do well. I also saw from my mentor teacher like how to plan a banquet, 
how to plan an auction, I could see all of them behind the scene of what that looks 
like and how it takes a year to plan that stuff out. I also helped to send out 
invitations or cards. With the CDE practices, I took results, so I was heavily 
involved in that aspect, which was good for me because I hadn't seen that before. 
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So during student teaching, we only went on CDE trips. Each mentor teacher had 
at least two teams and they were traveling with to every contest. And so one thing 
they did is they always had a list of every student, and before they left, they did a 
rollcall. 
 
However, a majority of the teachers explained their difficulties in handling FFA 
duties started after student teaching, in their first year of teaching; six of the eight 
teachers interviewed reported various challenges transitioning from a multi-teacher 
program to a single–teacher program. For instance, JM-002 said, 
Being in a three-teacher program, I did not get to see what a single teacher 
program does and how to handle time management. The three teachers got to say, 
okay, I want you to do this activity, I’m going to handle this for the FFA, you 
gonna handle that for FFA, they kinda share the workload. They included me in 
the sharing but right now, I am by myself. Its kinda hard to transition from us 
being four people that can help each other to now going down to one. Now I 
handle everything. No program, no teachers are perfect ever. 
 
During student teaching internship, the teachers perceived to be successful on seven items:  
collaborating with FFA Alumni Chapter, assisting students in developing a program of activities, 
utilizing a program advisory board, assisting students in facilitating FFA fundraising activities, 
assisting students in preparing FFA proficiency applications, assisting students in planning FFA 
banquets, and supervising students during FFA trips and activities. Most teachers felt successful 
in handling those tasks because of their ability to dedicate more time and resources toward 
helping the students succeed. For example, MB-001 said, 
With the FFA, I got a lot of experience working with the competition teams by 
trying to figure out how the contest works or help the students get the information 
stuck in their heads.  I did fairly well with the career development events in 
preparing students and encouraging them to develop their own passions and 
providing resources if they need them. 
 
 Alternatively, during their first year of teaching, these teachers felt more successful in 
handling three items: Advising FFA meetings, assisting students in planning FFA chapter 
activities, and assisting students in preparing FFA degree applications. Five teachers attributed 
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the capability to perform FFA-related duties in their first year of teaching to the experiences 
gained during student teaching. For instance, JM-002 said, 
I am using what I learned in student teaching and just growing that more. The 
CDE’s, you know, I had taught in the fall season, so I didn’t get much CDE 
season. But with that, I was still able to see from their classroom aspect what I 
could be doing for my CDE teams. 
 
Four teachers reported adjusting the existing FFA programs during their first year of 
teaching because of low student enrolment and participation in FFA programs.  For example, 
CL-005 said, 
I feel like the chapter of the school where I’m at has come a long way.  We went 
from declining enrolment in FFA and not having many kids involved to me getting 
here, I’ve added probably 20 to 30 kids to FFA and I have kids that are on teams 
and want to go and compete this year.  This spring, I’ve got kids on leadership 
teams and I’ve been fairly successful at getting kids that have never been on 




Table 3 displayed mean scores and standard deviations on each item during student 
teaching internship and student teaching. Overall SAE mean scores are also displayed. 
Overall, the respondents’ mean was slightly lower during student teaching internship (M 
= 2.99, SD = 1.05) than during the first year of teaching (M = 3.07, SD = 0.95). This suggests the 
participants felt less prepared to handle SAE duties during student teaching when compared to 










The capability of handling each of the items in SAE during Student Teaching Internship 
and the First-year of Teaching 
 
SAE Student Teaching Internship 
Experiences 
Student Teaching 
Internship (n = 22) 
First-year of Teaching 
(n = 22) 
M SD M SD 
Motivating students to have an 
SAE program.   
3.77 1.23 3.77 1.02 
Utilizing the community to 
develop SAE opportunities for 
students. 
3.45 1.06 3.36 1.00 
Developing SAE opportunities for 
students.   
3.36 1.29 3.27 1.20 
Conducting home/SAE visits.   2.85 1.46 2.55 1.43 
Assisting students in receiving 
recognition for SAE projects. 
2.60 1.60 2.85 1.81 
Utilizing resources to help 
students successfully develop their 
SAE projects.   
2.55 1.43 3.27 1.20 
Making recommendations for 
students’ SAE projects. 
2.55 1.46 2.70 1.45 
SAE overall mean 2.99 1.05 3.07 0.95 
 
Eight teachers took their student teaching internship during the spring semester and did 
not experience SAE duties. This was because most schools run SAE projects in the fall semester. 
HE- 003 described this situation, 
We did not really focus on SAE a whole lot and I’m trying to focus on it now 
because I know SAE’s are important for Ag education, especially in our state 
now. I wish I could have learned a little bit more about it when I student taught, 
that way I could apply it better here. So I didn’t bring a whole lot with this for 
SAE’s from student teaching. 
 
Of the eight teachers, two reported inability to experience SAE’s because they 
had no control over the projects. Their mentor teachers focused less on SAE but more on 
classroom teaching, and FFA. For example, MB-001 said, 
I think I would have gotten more experience if I had a better opportunity to 
control instead of coming into a schedule that was already created.  I didn’t have 
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much experience with SAE during my student teaching; there wasn’t a whole lot 
of emphasis or focus on it. 
 
Slightly higher SAE scores were observed during teaching.  Each of the teachers 
reported struggling with SAE’s in their first year, but because of previous high school 
experience with SAE, they were able to handle projects on their own. For instance, HS-
004 said, 
In my student teaching school, I didn’t have a lot of kids with SAEs but the school 
that I’m at now, we have a lot of SAEs, but I feel comfortable with that because I 
grew up with my own SAE projects, so I kinda know what the kids need to do. So I 
am using my previous knowledge on SAEs. 
 
During student teaching, SBAE teachers scored lower in two items: utilizing resources to 
help students successfully develop their SAE projects, and making recommendations for 
students’ SAE projects. In teaching, lower scores were on conducting home/SAE visits.  
However, shared similar ability to handle SAE duties existed on the way the teachers motivated 
students to have an SAE program.  
Classroom Teaching Experiences 
 
Table 4 displays the summated mean scores and standard deviations for classroom 
teaching overall score, as well as the score for each of the nineteen items handled during student 












The capability of Handling each of the items in Classroom teaching during Student Teaching 
Internship and the First-year of Teaching  
 
Classroom Teaching Student 
Teaching Internship Experiences  
Student Teaching 
Internship 
(n = 22) 
First-year of Teaching 
(n = 22) 
 M SD M SD 
Conducting informal and formal 
assessments to determine the 
accomplishment of learning goals.  
4.32 0.89 4.14 0.83 
Responding consistently to 
inappropriate behaviors.   
4.14 0.89 3.95 1.00 
Teaching students to think 
critically.    
4.09 0.87 2.71 1.35 
Providing frequent positive 
feedback for appropriate behavior.   
4.00 0.98 3.77 1.00 
Actively supervising students in 
classroom projects.    
4.00 1.30 3.70 1.34 
Motivating students to learn.  3.95 0.97 3.95 1.13 
Creating lesson plans for 
instruction.   
3.90 1.33 4.40 0.80 
Providing appropriate challenges 
for high achieving students.    
3.86 1.04 4.05 1.00 
Using a variety of teaching 
techniques.  
3.80 1.11 3.45 1.32 
Building a positive teacher-student 
relationship. 
3.73 0.94 4.38 1.00 
Utilizing technology in my 
teaching.   
3.70 1.30 3.40 1.23 
Communicating effectively with 
students.  
3.64 1.10 3.77 0.92 
Managing student's behavior. 3.50 0.91 3.95 1.25 
Responding to difficult questions 
from students during classroom 
teaching. 
3.50 1.57 2.95 1.10 
Teaching students with special 
needs.  
3.45 1.39 3.50 1.32 
Managing horticulture lab facilities. 3.45 1.43 3.70 1.49 
Effectively conducting field trips.   3.40 1.35 3.40 1.47 
Managing ag. Mechanics lab.   3.35 1.39 3.55 1.19 
Providing alternative explanations 
when students are confused.   
2.47 1.50 3.58 1.39 
Classroom Instruction overall mean   3.65 0.65 3.65 0.61 
1= Not Capable, 2 = Slightly Capable, 3 = Moderately Capable, 4 = Capable, 5 = Very Capable 
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Overall, similar scores were observed on the overall mean for classroom instruction 
during student teaching internship (M = 3.65, SD = 0.65) and while teaching (M = 3.65, SD = 
0.61). Therefore, the participants perceived the same level of success in handling classroom 
duties both during student teaching and within the first year of teaching. For instance, HS-004 
said, 
I still use almost all of my lessons, like if I’m teaching the same class now that I 
student taught, I’m using all of those lesson plans, I’m just modifying them as I go 
or as I need to make changes. 
 
In addition, some teachers reported using similar technology both during student 
teaching and within their first year of teaching, AB-007 said, 
So while in college, you don’t really get an experience with the use of technology 
but when I student taught, we used google classroom, when I started teaching, it 
transferred really easily, in terms of skills because they like using google. So like 
all of the google classroom and different documents and apps, that’s what we use 
there. So I was prepared in that aspect. 
 
However, the level of preparedness varied depending on the type of classroom 
activity conducted. Diversity of variances was present for all scores except for motivating 
students to learn and effectively conducting field trips. During student teaching, the 
teachers felt more successful in conducting five items: conducting informal and formal 
assessments to determine the accomplishment of learning goals, responding consistently 
to inappropriate behaviors, teaching students to think critically, providing frequent 
positive feedback for appropriate behavior, and actively supervising students in 
classroom projects but scored lower in providing alternative explanations when students 
are confused. In the first year of teaching, the respondents felt more successful in creating 
lesson plans for instruction, providing appropriate challenges for high achieving students, 
and conducting informal and formal assessments to determine the accomplishment of 
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learning goals. Lower scores were observed in teaching students to think critically (see 
table 4). 
Objective 3  
Gender and Success of First-Year School-Based Agricultural Education Teachers   
Objective 3 sought to compare the success of the first-year school-based agricultural 
education teachers based on their gender. Using descriptive statistics, the means and standard 
deviations were calculated for the responses of the capability to handle FFA, SAE, and 
classroom teaching. 
FFA experiences and gender 
Means and standard deviations for each item in FFA and the overall mean were displayed 
















Descriptive Statistics on the level of success in Handling FFA Experiences during the First-year 
of Teaching by Gender (n = 20)  
FFA Teaching Experiences during 
the First-year of Teaching 
Female (n = 9) Male (n = 11) 
M SD M SD 
Assisting students in planning FFA 
chapter activities. 
4.30 0.67 3.08 1.44 
Assisting students in developing a 
program of activities 
4.10 1.29 3.67 1.23 
Utilizing a program advisory board.   4.00 0.94 2.82 1.66 
Collaborating with FFA Alumni 
Chapter. 
3.40 1.07 3.92 1.16 
Assisting students in preparing FFA 
degree applications.   
3.33 1.41 2.73 1.56 
Assisting students in preparing FFA 
proficiency applications.   
2.89 1.45 3.36 1.63 
Assisting students in facilitating 
FFA fundraising activities.   
2.56 1.01 2.27 1.56 
Advising FFA Meetings. 2.50 1.35 3.25 1.29 
Assisting students in planning FFA 
banquets.   
2.44 1.42 3.55 1.70 
Supervising students during FFA 
trips and activities.    
1.56 1.01 2.73 1.56 
FFA overall mean 3.16 0.73 3.27 1.04 
 
Overall, males scored higher (M = 3.27, SD = 1.04) than females (M = 3.16, SD = 0.73), 
therefore, males felt more successful in performing activities related to FFA than females. The 
males were more successful in collaborating with the FFA alumni chapter, assisting students in 
developing a program of activities, and assisting students in planning FFA banquets. Three male 
teachers stated dedicating more time to prepare their students for FFA contests and events.  One 
of the teachers, JM-002, said,  
I am more successful in FFA because I spend a lot of time doing that, just getting 
kids involved, we went from 20 FFA members my first year, now we have 65. In 
ag department, we had 63 ag students in all my ag classes and now we have 105. 
I am also learning about the show industry, how to show animals and feed, it’s 
kind of a mixture between FFA and SAE. 
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Males scored lower in assisting students in facilitating FFA fundraising activities, 
assisting students in preparing FFA degree applications, and supervising students during FFA 
trips and activities.  
SAE experiences and Gender 
Means and standard deviations for each item in SAE and the overall mean were displayed in 
Table 6. 
Table 6 
Descriptive Statistics on the Level of Success in Handling SAE Experiences during the 
First-year of Teaching by Gender (n = 20)  
SAE Teaching Experiences during the First-
year of Teaching  
Female 
(n = 9) 
Male 
(n =11) 
M SD M SD 
 
Developing SAE opportunities for students.   3.70 0.95 2.92 1.31 
Motivating students to have an SAE program.   3.70 1.06 3.83 1.03 
Utilizing the community to develop SAE 
opportunities for students.   
3.20 1.14 3.50 0.90 
Utilizing resources to help students 
successfully develop their SAE projects.   
3.20 1.23 3.33 1.44 
Making recommendations for students SAE 
projects.   
3.11 1.17 2.36 1.63 
Assisting students in receiving recognition for 
SAE projects.    
2.78 1.79 2.91 1.92 
Conducting home/SAE visits.   2.44 1.13 2.64 1.69 
SAE overall mean 3.17 0.98 2.99 0.96 
 
The overall mean for SAE indicated females were more successful in handling SAE 
duties within their first year of teaching (M = 3.17, SD = 0.98) than males (M = 2.99, SD = 0.96).  
Although both males and females struggled with handling SAE projects within their first year, 
females felt more successful in developing SAE opportunities for students and motivating 
students to have an SAE program. The interviewed females expressed their interests working 
directly with students and actively involving them on SAE projects.  For example, RG-006 said, 
At the beginning of the school year, I went through and made sure every single 
student has an SAE. And throughout the year, I have my students make the journal 
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entries into AET so that they can understand how to use it. So by the end of the 
year when it comes time for them to pull out their SAE reports, all of my students 
will have multiple journal entries on their SAE projects. 
 
However, within the first year of teaching, the females felt less successful in conducting 
home/ SAE visits. Some SAE livestock projects were conducted within the school as opposed to 
having the projects on homes belonging to individual students. For instance, TH-008 said, 
I did not get a lot experience with SAE. Students that raise livestock at home, I 
really didn't get a lot of experience with their SAE's, but any students that were 
showing livestock there at the school, I did get some experience just because it 
was right there. So in the afternoons, they would swing back or school ended and 
drop their backpacks off and go down and feed at the barn, and different things 
like that. So that was most of the SAE experience. 
 
Classroom teaching experiences and Gender 
Means and standard deviations for each item in classroom teaching and the overall mean 
















Descriptive Statistics on the level of success in Handling Classroom Teaching 
Experiences during the First-year of Teaching by Gender (n = 20)  
Teaching experiences during the 
First- year of teaching 
Female 
(n = 9) 
Male 
(n = 11) 
 M SD M SD 
Building a positive teacher-student 
relationship. 
4.67 0.50 4.17 1.19 
Creating lesson plans for 
instruction.   
4.60 0.52 3.36 1.29 
Providing appropriate challenges 
for high achieving students.    
4.40 0.52 3.75 1.14 
Conducting informal and formal 
assessments to determine the 
accomplishment of learning goals. 
4.20 0.42 4.25 0.96 
Managing student's behavior.   4.20 0.79 3.75 1.54 
Motivating students to learn.  4.20 1.03 2.33 1.44 
Providing frequent positive 
feedback for appropriate behavior.   
4.00 0.67 3.58 1.16 
Managing horticulture lab facilities. 4.00 1.32 3.45 1.63 
Communicating effectively with 
students.   
3.90 0.32 3.67 1.23 
Responding consistently to 
inappropriate behaviors.   
3.90 1.10 4.00 0.95 
Teaching students with special 
needs.    
3.78 1.30 3.27 1.35 
Actively supervising students in 
classroom projects.    
3.78 1.48 3.64 1.29 
Providing alternative explanations 
when students are confused.   
3.50 1.31 3.64 1.50 
Utilizing technology in my 
teaching.   
3.44 1.24 3.27 1.35 
Effectively conducting field trips.  3.44 1.24 3.27 1.37 
Using a variety of teaching 
techniques.   
3.44 1.33 3.45 1.49 
Managing ag. Mechanics lab.   3.22 0.97 3.82 1.33 
Teaching students to think 
critically.   
3.22 1.09 4.08 1.08 
Responding to difficult questions 
from students during classroom 
teaching.   
2.78 0.97 3.82 1.33 
Classroom Instruction overall mean   3.79 0.59 3.54 0.63 
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1= Not Capable, 2 = Slightly Capable, 3 = Moderately Capable, 4 = Capable, 5 = Very Capable 
 
Overall, females scored higher in classroom instruction (M = 3.79, SD = 0.59) than males 
(M = 3.54 SD = 0.63). Therefore, females were slightly more successful in conducting classroom 
duties during their first year of teaching than males. Females scored higher in building a positive 
teacher-student relationship. Three teachers acknowledged the importance of building strong 
relationships with the students at the start of their semester, one of the three teachers reported 
developing a passion for teaching after building those relationships. For instance, HE-003 said, 
I learned to be a little bit more relaxed with my students not being so strict on 




Relationship between perceptions of success during student teaching and success in first 
year of teaching 
 
Objective four sought to describe the relationship in perceptions during student teaching 
internship and the perception of success for the first-year school-based agricultural education 
teachers. Data were analyzed using a Pearson's correlation to determine if a relationship existed 
between student teaching internship experiences in FFA, SAE, and classroom teaching and the 
level of success in their first year of teaching (see Table 8). 
Table 8 
Correlation between perceptions during student teaching internship and success for first year 
SBAE teachers  
Pearson Correlation Coefficients 
Variable Level of Success as a First-year SBAE Teacher 
(r) 
Student Teaching FFA(STFFA) -0.03 
Student Teaching SAE (STSAE) 0.07 
Student Teaching Classroom Teaching 
(STCRT) 
0.42 
Pearson correlation analysis run using SAS program revealed a negative correlation  
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(r = -.03) between perceptions of preparedness in FFA during student teaching internship and 
the level of success within the first year of teaching. Using Davis (1971) interpretation of 
correlation, a low negative association existed between student teaching internship and FFA. 
These implied FFA student teaching internship experiences were not associated with the success 
within the first year of teaching. Despite the negative correlation, some teachers reported a high 
level of preparedness to succeed in FFA within the first year of teaching because their mentor 
teachers placed more emphasis on FFA than the other three areas of the three-circle model. For 
example, CL-005 said, 
I feel like some teachers down here focus on one or two of those areas than hitting 
the middle ground of overlapping everything. I feel like here and where I did my 
internship, FFA was pushed hard but SAE and classroom were left out. Being in a 
single teacher program is challenging to be all rounded. 
 
However, despite the level of preparedness to succeed within the first year, some teachers 
reported experiencing environments different from what they had experienced during student 
teaching, and the differences were observed in the level of student participation, and the 
resources available.  For example, HS-004 stated,  
I did a lot more stuff when I was a student-teacher than I actually got to do my 
first year just because of lack of participation and lack of kids. I feel I was pre-
prepared for everything my first year of teaching because I came from such a 
strong place of student teaching to such a kind of lacking a place for my first 
year. 
 
However, there was a negligible relationship (r = .07) between the perceptions of 
SBAE teachers that student teaching internship prepared them in SAE and the level of 
success in SAE during the first year of teaching. This suggests the respondents' level of 
preparedness during student teaching slightly contributed to the success experienced 
within the first year of teaching. Some teachers reported having less experience on SAE 
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during their student teaching, but because of previous experience with SAEs, they were 
able to help their students in conducting projects. For example, HE-003 said, 
I am struggling with SAE's right now, I can give students an idea of what an SAE 
project is for them but on student teaching, we were not really working o SAE 
projects and so now it's hard just to keep on track and I wish I could've done 
more in student teaching. 
 
The majority of the teachers reported a complete absence of SAE experience. This 
was because the student taught at a season without no SAE duties. Of the eight, six 
teachers explained that student teaching internship would be more beneficial if the period 
allowed for practice extended than a semester. For example, HS-004 said, 
I think agriculture needs to student teach for a full year and get the experience so 
they can see the SAE side of things and the training side of things in case they 
don't have that from wherever they came from. And if we didn't have student 
teaching, I probably would not be here, I know. 
 
Some of the teachers agreed that student teaching did not provide all the 
preparation they needed. Some teachers felt they would have been more successful in 
their first year had they experienced a well-rounded agriculture program. For example, 
CL-005 said, 
I am not necessarily saying that student teaching was everything that I needed but 
it helped prepare me for where I’m at now with trying to find the happy medium 
to reach everybody and to be able to be successful. I’ve used some of the stuff that 
I did in my internship and I would say much of it was beneficial. I feel like if I 
would’ve gone somewhere that would have been more well-rounded, I probably 
would have been better off. 
 
Still, there was a moderate positive relationship (r = .42) between the perceptions of 
SBAE teachers that student teaching internship prepared them in classroom instruction and the 
level of success in classroom instruction during the first year of teaching. This suggests the 
respondents' level of preparedness during student teaching moderately contributed to the 
success experienced within the first year of teaching. A majority of the respondents attributed 
56 
 
their success to collaboration with other colleagues within the school. The relationships with 
other teachers were created while at student teaching. Four teachers reported continuing to keep 
in touch with colleagues from other schools. These teachers would be willing to help with 
classroom concerns. For example, TH-008 said,  
So in my student teaching, I met a lot of other ag teachers, specifically from the 
area that I was in, and so I met a lot of those ag teachers in conferences and FFA 
competition for students. I was able to draw from them in my first year of teaching 
to say, hey, do you have ideas on this? Or you know, this is something that I'm 
struggling with. Do you already have an idea that I could start implementing that 
might make it work a little bit better. 
 
Also, the teachers had supportive mentor teachers whom they would fall back to 
every time they have a question. All the teachers agreed that the mentor teachers have 
been willing to help and have kept open communication with them. For instance, HS-004 
said, 
I still communicate with all my three mentor teachers all the time, I saw all the 
three-last night. One of them is good at the shop program and I took my laptop 
and showed him what I was working on and kinda asked him for help on that. 
 
The other idea that contributed to high scores was the ability to build relationships 
with the students in the classroom. Some teachers reported that student teaching prepared 
them to relate well with students. With a positive relationship, teachers were able to gain 
respect from students. For example, MB-001 said, 
It is easier to build a relationship with most of them and so you don't run into so 
many classroom management problems.  I think student teaching prepared me for 
just students. It prepared me to deal with kids because I was only used to college 
students at that point and that's honestly its own special thing. Dealing day by day 
with high school students and understanding how to interact with them a little bit 
better helped a lot.  One of my strongest points I am proud of as far as teaching is 
getting students engaged and getting them to pay attention, actually getting them 






This chapter included demographic information to provide an accurate description of the 
preservice teachers who participated in the study (n = 22). Descriptive statistics involving 
frequencies, percentages, means and standard deviation were used for objective1,2, and 3. 
Pearson’s r correlation was used to analyze objective 4. A majority of the respondents were 
male. Most of the teachers had agricultural education degrees and taught at schools located in the 
rural areas of Arkansas. Overall, there was a negative relationship between perceived level of 
success in FFA during student teaching and the first year of teaching and a small relationship 
between perceived success in handling SAE and classroom teaching during student teaching and 
the success within the first year. 
Chapter 5 will summarize both the quantitative and qualitative findings and discuss their 
implications, providing conclusions, and making recommendations based on the study’s research 
objectives.  
Conclusion, Implications, and Recommendations  
Introduction 
The purpose of this study was to determine the perceived influence of student teaching 
internship experiences on the perceived success of school-based agricultural education (SBAE) 
teachers in their first year of teaching. The following research questions and objectives guided 
the study: 
1. What are the demographic characteristics of first-year school-based agricultural 
education teachers in Arkansas? 
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2. Determine the significant differences in the perceived capability of handling FFA, SAE, 
and Classroom Instruction during student teaching internship and during the first year of 
service for SBAE teachers in Arkansas. 
3. Compare the success of the first-year school-based agricultural education teachers based 
on their gender. 
4. What is the relationship between the perceptions of student teaching internship and the 
overall perception of success for first-year school-based agricultural education teachers? 
The results discovered through descriptive statistics described first-year SBAE teachers’ 
perceived level of success during student teaching internship and within the first year of 
teaching. The findings, implications, and recommendations for this study are discussed in this 
chapter using the objectives and research questions presented in chapter one. 
 Summary of Results 
Objective One: What are the demographic characteristics of first-year school-based 
agricultural education teachers in Arkansas? 
The participants composed of first-year SBAE teachers (n = 22). The ages of the 
participants ranged between 22 years to 59 years (M = 27.73, SD = 9.16), when interviewed, 
some of the teachers reported to have worked in other professions before becoming agriculture 
teachers. When asked about their gender, a majority of the respondents identified as male (n = 
12, 54.6 %). A large proportion of teachers, with an undergraduate in an agricultural education 
major, graduated from Arkansas Tech (n = 8, 36.4 %). while a few teachers with diverse 
undergraduate majors graduating from the remaining five universities.   
 Overall, many of the first-year SBAE teachers completed an undergraduate major in 
Agricultural and extension education (n = 15, 68.2 %). Some of the respondents reported having 
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had minimal exposure to agricultural education-related content at the undergraduate level but 
later pursued agricultural education at the graduate level. A majority of the teachers were raised 
in farm families where they developed their passion for Agricultural education. Nearly a third of 
the teachers (n = 7, 31.8 %) reported no involvement in agriculture programs and FFA leadership 
programs at their previous high schools. This study revealed a majority of the high schools (n = 
14, 63.6 %) taught by the respondents were located in the rural areas of Arkansas. Two of the 
teachers described schools in the rural areas as having small programs, low enrollment rates, low 
socioeconomic status, and few resources as compared to big schools mostly located in urban and 
suburban areas. Some interviewed teachers reported teaching in small schools during student 
teaching and transitioning into similar schools in their first year of teaching 
Objective Two: To determine the significant differences in the perceived capability of 
handling FFA, SAE, and classroom instruction during student teaching internship and the 
first year of service for SBAE teachers in Arkansas. 
FFA Experiences 
Overall, during student teaching internship, SBAE teachers felt slightly more successful 
(M = 3.24, SD = 0.91) in handling FFA duties than during their first year of teaching (M = 3.22, 
SD = 0.89. The teachers reported: support received from the mentor teachers, time management, 
resource availability, and active student involvement helped them handle FFA experiences 
during student teaching than during the first year of teaching; however, within the first year of 
teaching, they had difficulties supervising students during FFA trips and activities and planning 
FFA duties. The interviewed teachers reported various disparities between FFA programs in 





Overall, the respondents’ mean was slightly lower during student teaching internship (M 
= 2.99, SD = 1.05) than during the first year of teaching (M = 3.07, SD = 0.95). Therefore, 
suggesting the participants felt less successful in handling SAE duties during student teaching 
and more successful in their first year of teaching. Through the interviews, most teachers 
reported experiencing little of SAE duties during student teaching internship because most SAE 
programs were in the fall semester whereas their student teaching internship was in the spring 
semester. Therefore, these teachers explained struggling through their first year of teaching.  
Also, some teachers reported their mentor teachers focused less on SAE but placed more 
emphasis on classroom teaching and SAE.  
Classroom Teaching Experiences 
Scores for classroom instruction during student teaching internship (M = 3.65, SD = 0.65) 
were similar to that observed during teaching (M = 3.65, SD = 0.61). Therefore, the participants 
perceived the same level of success in handling classroom duties during student teaching and 
within the first year of teaching. Generally, the participants had higher scores on most items 
during teaching than during the student teaching internship. Interview conversations revealed the 
teachers still applied most of what they learned in student teaching on their current teaching 
tasks. For example, experiences with developing lesson notes, lesson plans, and technology 
remained the same both during student teaching internship and in their first year of teaching.   
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Objective Three: To compare the success of first-year school-based agricultural education 
teachers based on their gender. 
FFA Experiences 
Overall, during their first year of teaching, male teachers scored slightly higher in 
handling FFA duties (M = 3.27, SD = 1.04) than females (M = 3.16, SD = 0.73). This suggests 
male participants felt more successful in conducting FFA duties during their first year of 
teaching. The interviews revealed more males dedicated more time to prepare their students for 
FFA contests and competitions. 
SAE Experiences 
Overall, females scored higher (M = 3.17, SD = 0.98) than males (M = 2.99, SD = 0.96). 
Both males and females struggled with handling SAE projects within the first year but the males 
felt less successful than females. The interviewed female teachers reported that by creating a 
strong student-teacher relationship, the learners felt encouraged to engage in SAE-related 
activities 
Classroom Teaching Experiences 
Overall, females scored slightly higher in classroom instruction (M = 3.79, SD = 0.59) 
than males (M = 3.54, SD = 0.63). From the interviews, most females attributed their classroom 




Objective Four: What is the relationship between the perceptions during student teaching 
internship and the perception of success for the first-year school-based agricultural 
education teachers? 
Pearson correlation analysis revealed a negative correlation (r = -.03) between perceived 
level of success in handling FFA duties during student teaching internship and perceived success 
within the first year of teaching. The teachers reported teaching in a different environment from 
that experienced during student teaching, for example, within the first year; some teachers 
reported teaching in a single-teacher program. Other teachers were in programs with an 
unbalanced emphasis on the three-model circle, and still, others had limited resources compared 
to what they experienced while in a student teaching internship. There was a negligible 
relationship (r = .07) between the perceived success in handling SAE duties during student 
teaching internship and the perceived success in the first year of teaching. The majority of the 
interviewed teachers reported struggling with SAE in their first year of teaching.  During the 
student teaching internship, these teachers received minimal experience with SAE related duties 
because the student taught in the spring whereas, the SAE projects are done in the fall semester. 
Most of the SAE applications within the first year were associated with the teachers' previous 
knowledge. 
Still, there was a moderate positive relationship (r = .42) between the perceptions that 
student teaching internship prepared the teachers for success in classroom teaching within the 
first year of teaching. The interviewed teachers reported applying much content learned in 
student teaching to classroom teaching within the first year. Areas developed during student 
teaching internship and utilized in the first year of teaching included: strong relationships and 
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collaborations created with colleagues, support from the mentor teachers, and positive student-
teacher relationships. 
Conclusions 
The conclusions are limited to 22 first-year SBAE teachers surveyed in high schools 
located within Arkansas. The conclusions should be limited to the specific population in this 
study.  
Objective One  
A majority of the first-year SBAE teachers within high schools in Arkansas are male. 
Most of these professionals were between 22 and 59 years of age. Approximately three-quarters 
of the teachers were young and started their careers immediately after college graduation. Most 
of the teachers graduated with an undergraduate major in agricultural education from the same 
university. A few graduated with a different major but pursued agricultural education at the 
graduate level. Almost all the teachers in this study enrolled in agricultural education in high 
school and were FFA members. Many first-year SBAE teachers currently teach at high schools 
located in the rural areas while a few teach in schools located in urban and suburban areas of the 
state. 
Objective Two 
The first-year SBAE teachers perceived a slightly higher level of success in handling 
FFA duties during student teaching compared to their first year of teaching. On the other hand, 
the teachers perceived slightly less capability of handling SAE duties during student teaching 
internship and slightly higher in their first year of teaching. No differences were experienced 
during student teaching internship and first year of teaching in the way the teachers handled their 




The first-year SBAE male teachers were more successful in conducting FFA duties within 
their first year of teaching than females. On SAE and classroom duties, the female teachers felt 
more successful than males. 
Objective Four  
There was a negative relationship between perceptions of success in FFA duties during 
student teaching and the success experienced within the first year of teaching. Also, there was a 
negligible relationship between the perceptions of success in handling SAE duties during student 
teaching internship and perceived success in the first year of teaching. A moderate relationship 
existed between the perceptions the teachers had on classroom teaching during student teaching 
and in their first year of teaching. 
 Discussions and Implications 
Objective One: What are the demographic characteristics of first-year school-based 
agricultural education teachers in Arkansas? 
The majority of first-year SBAE teachers in this study were male. This is not a surprising 
finding because agricultural education is a profession traditionally dominated by men (Wolf, 
2008). This finding contradicts Kantrovich’s (2010) report that a majority of newly qualified 
agriculture teachers, in 2009, were females. Most of the first-year SBAE teachers in this study 
were young professionals. This implied this category of teachers largely formed the millennial 
generation. The millennials were born after 1983 due to increased birthrates of 1984, but before 
2002 (Carlson, 2008). Shoulders & Toland (2017) statement that the millennials were soon to be 
the largest generation within the teaching profession holds true for this study. A majority of the 
teachers entered into their teaching profession immediately after graduation while a few worked 
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in other agriculture-related fields before becoming SBAE teachers. The finding that most student 
teachers end up in the teaching profession has been previously been reported by Kantrovich 
(2007) who stated a majority of qualified candidates enter the teaching field. A majority of the 
teachers in this study were previously enrolled in both FFA and agricultural education at high 
school. This suggests that this group of teachers had rich background knowledge in agricultural 
programs and grew up in farm families. This finding contradicts previous research that students 
associating agricultural education with basic farming practices negatively impact their interest to 
pursue higher education, as well as careers in agriculture and related fields (Osborne & Dyer, 
2000). 
All the teachers had either an undergraduate major, a graduate degree, or both in 
agricultural education. Enns and Martin’s (2015) study stated a steady growth in the number of 
students enrolled in agricultural education support this finding. This gives a reassurance that a 
majority of the first-year SBAE teachers who entered into the teaching profession in Arkansas 
were qualified for the teaching task. Many first-year SBAE teachers currently teach at small high 
schools located in rural areas. Being in less populated schools, the interviewed teachers reported 
having an opportunity to develop good relationships with students in and out of class. This 
finding is supported by Holey's (1993) study that students in rural schools feel nurtured, are more 
productive, and have high achievement. Also, knowledge about the demographics and school 
size could help explain how and why students participate in leadership development activities. 
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Objective Two: To determine the significant differences in the perceived capability of 
handling FFA, SAE, and classroom instruction during student teaching internship and the 
first year of service for SBAE teachers in Arkansas. 
The first-year SBAE teachers possessed a slightly higher capability of being successful in 
handling FFA duties during student teaching compared to their first year of teaching. The 
participants in this study identified support from the mentor teachers as the main contributing 
factor for their success. The implication is that during student teaching, the teachers depended on 
the mentor teachers to gain new experiences. This finding generally supports experiential 
learning theory based on gaining concrete experiences as the first step in the learning process 
(Kolb, 1984). These findings support the notion that mentor teachers provide guidance and 
support to the interns in most teaching aspects (Kosnik & Beck, 2003). Within the first year of 
teaching, the interviewed teachers reported experiencing difficulty in effectively handling a 
majority of teaching tasks due to lack of mentor support. This finding implies that for beginning 
teachers to adjust to their teaching duties, mentor teachers need to continuously guide them, not 
only during student teaching, but also through their first year of employment. This finding 
supports Cherian’s (2007) report that beginning teachers need support from mentor teacher to 
adjust immediately to the teaching tasks. The need for additional help from the mentor teacher 
supports the theory of classroom teaching (Dunkin & Biddle, 1974) that context variables 
contribute to classroom success. 
On the other hand, the teachers felt less successful in handling SAE duties during the 
student teaching internship compared to their first year of teaching. Therefore, the teachers 
perceived to be more successful in performing SAE duties during the first year of teaching 
compared to during student teaching. Experiential learning theory supports this implication that 
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knowledge could be gained and transformed into meaningful experiences (Kolb, 1984). 
internship. Teaching internship less adequately prepared SBAE teachers to handle SAE duties.  
The student teaching internship period in the spring semester did not correspond with the SAE 
season. With the student teaching expected to develop a well-rounded individual, with 
experience in classroom instruction, FFA, and SAE activities (Covington & Dobbin's, 2004), the 
findings in this study contradicted such a claim. Toward the end of the first year of teaching, 
SAE scores increased because the teachers reported having experienced SAE in the fall season. 
Also, these teachers felt more successful because of being in full control of the programs. They 
were no longer under the supervision of a mentor teacher. This finding is supported by Talbert's 
(2007) statement that the agriculture teacher decides upon the focus and emphasis of the SAE 
component. 
Findings indicated no differences experienced during student teaching internship and first 
year of teaching in the way the teachers perceived success in handling their classroom teaching 
duties. These findings suggest that the experiences gained during student teaching were 
applicable in the first year of teaching. The participants reported transferring the practical aspects 
of teaching, for example, the use of technology and the development of lesson plans from student 
teaching internship to first year of teaching. Theoretically, through reflection of some 
experiences encountered during student teaching internship, these teachers learned from their 
experiences and applied the lessons in their current situation (Kolb, 1984). This finding supports 
Luft's (1999) study that internship experiences provide student teachers with hands-on 
experiences with new technology applicable to classroom instruction. During student teaching, 
the teachers reported forming collaborative networks with other teachers and a supportive team 
of colleagues (Anhorn, 2008). These colleagues provided support within the first year of 
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teaching thus enabling the teachers to maintain the same level of performance as in student 
teaching internship. This finding supports Dunkin and Biddle’s (1974) theory of classroom 
teaching that the context variables within a learning environment but outside the teacher’s 
control influences the success of a teacher. 
Objective Three: To compare the success of the first-year school-based agricultural 
education teachers based on their gender. 
On SAE and classroom duties, the female agriculture teachers were more successful in 
conducting duties within SAE and classroom programs than males. The female teachers 
attributed their success to placing a strong emphasis on both areas of the program; however, they 
emphasized more in the classroom than SAE. These findings were consistent with Shoulders & 
Toland's (2017) study that agriculture teachers adhered to both SAE and classroom instruction 
while placing the greatest focus on classroom instruction and less focus on SAE. 
Objective Four: What is the relationship between the perceptions during student teaching 
internship and the perception of success for the first-year school-based agricultural 
education teachers? 
There was a negative relationship between perceptions of success in handling FFA duties 
during student teaching and in the first year of teaching. This implied the student teaching did 
not contribute to the success experienced in FFA within the first year of teaching. The teachers 
reported new encounters with FFA programs and low student participation hence low success. 
This finding supports Shoulders (2012) report that classroom environments could be influenced 
by availability of resources and the developed school culture. Further, this implication contrasts 
one study where student teachers’ expected student teaching to offer them an opportunity to be 
successful in their future career (Camp & Bailey, 1998; Hebert & Worthy, 2001). 
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Also, there was a negligible relationship between the perceptions of success in handling 
SAE duties during student teaching internship and first year of teaching. Other teachers reported 
being in programs where their mentor teachers had put unequal emphasis on the three-circle 
model of agricultural education. Some interviewed teachers reported that during student 
teaching, their mentor teachers placed more emphasis on classroom instruction and less on SAE.  
This finding supports Shoulders and Toland's (2017) study that both newly employed teachers 
and veteran teachers placed different emphasis on SAE and classroom instruction, with SAE 
receiving the least emphasis. During student teaching, the teachers received minimal experience 
in SAE's and their first year of employment, they depended majorly on their previous knowledge 
to execute their SAE's activities. Some interviewed teachers reported to have been successful to a 
little extent but are still working to be better. Lewis et. al, 2012 report further supports the notion 
that teachers want to focus on SAE's but have not been successful in doing that. The interviewed 
teachers felt student teaching could have prepared them for SAE if the student teaching period 
was extended to cover both spring and fall semesters. This finding supported Wilson, et al.'s 
(2002) study that student teacher's teaching capabilities directly correlates with the length of 
student teaching, the longer the duration, the better. The interviewed participants were able to 
utilize previous knowledge from high school to conduct SAE duties. This implied prior 
knowledge is important as it can be useful in the future. Theory of classroom teaching (Dunkin 
& Biddle, 1974) supports the notion that the teachers’ formative experiences the teacher brings 
into a learning environment influences teacher’s performance. 
 There was a positive moderate relationship between the teacher's perceptions of being 
successful in classroom teaching during student teaching internship and their first year of the 
teaching career. This implies that student teaching contributed to the success observed in 
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classroom instruction within the first year of teaching. The mentor teacher's support (Kosnik & 
Beck, 2003), collaborative relationships with colleagues (Anhorn, 2008), and student-teacher 
relationships (Kagan, 1992) were all supportive findings experienced in previous studies.  
Recommendations  
   Based on the findings of the study, two sets of recommendations were formulated. First, 
recommendations for practice focus on ideas that could be adapted to improve student teaching 
internship, and the second set of recommendations for research aims to promote the success of 
SBAE teachers within the first year of teaching.  
Recommendations for Practice  
  To improve the student teaching experiences in Arkansas, the study made the following 
recommendations:  
   This study revealed that agriculture teaching within the first year is male-dominated. 
However, Retallick and Martin (2008) reported that since 1991, there has been a steady growth 
in enrollments of females in agricultural education. We expect the same high number of females 
to enter into agricultural education-related careers.  However, there is a limited number of 
females as agriculture teachers. Therefore, there is a need to encourage female teachers to enroll 
in the agricultural education program and later seek employment as agriculture teachers, this 
aims at striking a balance of gender equality within agriculture programs. The majority of the 
SBAE teachers graduated with agricultural education undergraduate major. Out of the six 
universities from where the teachers graduated, a large proportion graduated from the same 
university. Graduates from different universities are likely to possess unique teaching styles and 
ideas. To ensure diversity within the teaching population, other universities may need to expand 
their programs to encourage student enrollment in agricultural education. This would encourage 
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more students to enroll in teacher education programs hence meet the existing decade-long 
deficit of agriculture teachers (Kantrovich, 2010).  
  The study established reduced perceptions of success in handling FFA activities during 
the first year of teaching compared to capability during the student teaching internship.  This 
study revealed existing differences in resource allocation and limited administrative support 
between the programs in previous and current schools. There is a need for the administrative 
personnel to ensure the existence and sustenance of the FFA program through the provision of 
enough resources. The availability of resources would encourage both the teachers and the 
students to engage in FFA –related competitions and contests. To improve the overall program's 
experiences within the first year, the teachers felt a need for mock professional development 
during student teaching internship especially in special education, and handling paperwork, 
particularly FFA and SAE records. 
While student teaching internship was expected to produce a well-rounded individual 
(Myers & Dyer, 2004), after student teaching, both males and females felt deficient in some 
areas.  The males felt less successful in SAE and classroom instruction when compared to 
females.  Alternatively, females felt less successful in conducting FFA duties. Having some form 
of mentor support during student teaching internship and lacking one within the first year led to 
teachers' struggle in the first year. There is a need for continuous mentorship programs.  The 
mentors could serve to provide guidance and support through the first year. Anhorn (2008) and 
Nahal, (2010) stated, strong support from colleagues within the first year of teaching leads to 
greater job satisfaction, less stress, and increased self-efficacy. 
   In general, student teaching internship, especially SAE and classroom instruction were 
found to have a weak to moderate correlation with the success experienced within the first year 
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of teaching. FFA had a negative correlation. During student teaching, the teachers had minimal 
experiences with SAEs but moderate experience with FFA and classroom instruction. For 
teachers to have complete experience in all sections of the program, there is a need to prolong the 
length of student teaching internship (Wilson, et al.,2002). Also, the student teaching internship 
could be organized into two sessions; the first set of internships could be done in the fall of the 
third year and the next set during the spring semester of the fourth year. This would allow the 
teachers to experience a full learning term. With FFA, the administration could engage teachers 
more on those programs and possibly make the program compulsory for all high schools. That 
will allow the teachers to reflect and practice what they learned during their student teaching 
(Kolb, 1984). 
   Because of existing correlations, the study indicated a likelihood that student teaching 
contributed to some extent to the success of teachers within SAE and classroom teaching within 
the first year of teaching.  
Recommendations for Research 
   This research was undertaken to help fill the existing gaps between the contributions of 
student teaching internship to the perceived success of SBAE teachers within the first year of 
teaching.  The information generated helped to address the research questions and objectives of 
the study, however, some more gaps should be addressed through further research. The following 
are some suggestions for expanding knowledge on the student teaching experiences.  
  This study revealed first-year SBAE male teachers were slightly more successful in 
conducting FFA duties than females. However, this finding could suggest a need for follow up 
studies to determine the exact reasons for observed disparities in perceived success per gender.  
This research focused on the contributions of the student teaching internship.  However, some 
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teachers went through the non-traditional route and were certified to teach agriculture in high 
schools. A comparative study could be done to compare the success of teachers who experienced 
the traditional practice and those who went through alternative options of certification.  
  This study focused on determining the perceived success of SBAE teachers in their first 
year of employment in Arkansas. In regards to the study’s methodology, the use of small, 
purposeful sample generated a limitation in the generalizability of findings, however, further 
research should seek to replicate this study with all the first-year secondary school teachers in 
Arkansas state to determine whether any differences exist between SBAE teachers and other 
secondary school teachers. The same study could be replicated in other states to establish 
whether first-year teachers in other states have the same or different perceptions toward student 
teaching internship as this particular group. 
  This study focused on perceived success for SBAE teachers who had experienced student 
teaching lasting for a semester. Further research should investigate the perceived success within 
the first year of teaching for particular teachers who experienced a year- long student teaching 
internship.  
  Unprecedented occurrences like the covid-19 pandemic call for unprecedented actions. 
Due to the spread of the virus via contact, all institutions were closed indefinitely to control the 
disease from spreading fast. This led all the teachers to work remotely from home. Data 
collection became almost impossible because the teachers, who formed the target participants 
suddenly became difficult to reach. Further research should be conducted to determine how 
research could remain unaffected amidst such a pandemic. Also, researchers should consider 
developing data banks for storing data, use just in case a situation impending data collection 




The purpose of this study was to determine the perceived influence of student teaching 
internship on the perceived success of school-based agricultural education teachers in their first 
year of teaching. The experiential learning theory (Kolb, 1984) and the theory of classroom 
teaching (Dunkin and Biddle, 1974) guided this study. The conceptual framework focused on the 
components of the agricultural education three-circle model: FFA, SAE, and classroom teaching. 
The mixed-methods explanatory research design ensured the collection of both 
quantitative and qualitative data. Quantitative data was gathered first using an online 
questionnaire then followed by qualitative data using telephone interviews. The qualitative data 
provided served to elaborate on the quantitative findings. The participants (n = 22) were selected 
through purposeful sampling. This allowed the selection of only SBAE teachers who had taught 
for one complete year and had prior experiences with the student teaching internship. Rigor for 
both quantitative data (Ary et.al, 2010) and qualitative data (Lincoln & Guba, 1985) was 
ensured. Collected data were analyzed using descriptive statistics involving frequencies, 
percentages, means, and standard deviations. 
The findings indicated that a majority of the first year SBAE teachers teach in high 
schools located in rural areas of Arkansas. The profession is male-dominated. Most teachers 
were young and held a major in agricultural education. Overall, there was a small relationship 
between the perceptions of success in handling SAE and classroom duties during student 
teaching internship and perceived success in the first year of teaching. The experiences gained in 
SAE and classroom during student teaching slightly contributed to the perceived success within 
the first year of teaching. However, a negative relationship in regards to FFA implied, student 
teaching internship did not contribute to the perceived success in the first year of teaching. This 
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Appendix A. Research Questionnaire 
Q1. What is your gender? ……………………………………. 
Q2. What is your age today? ……………………………………….. 
Q3. What is your highest level of education? (check one) 
• Associate  
• Some college   
• B.S   
• M.S  
• Ph.D   
• Other terminal degrees 
Q4. What was your major in your undergraduate degree program? 
…………………………………………………………………………. 
Q6. Which university did you graduate from your undergraduate degree program? 
…………………………………………………………………………………………….. 
Q7. How many years were you enrolled in agricultural education as a high school student? 
(check one) 
• 0   
• 1   
• 2   
• 3    
• 4   
Q8. How many years were you an FFA member as a student in high school? (check one) 
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• 0   
• 1   
• 2    
• 3   
• 4   
Q9. How many years of teaching experience do you have completed? 
• 0   
• 1    
• 2  
• 3   
• Other   







Q11. When thinking about FFA duties, please rate in a scale of 1-5, where 1 indicates not 
capable, 2 slightly capable, 3 moderately capable, 4 capable, and 5 very capable; 
 a) How well you believe your internship prepared you for this task. 
 b) How successful you feel you are in your job. 
 Degree of capability to which 
student teaching internship 
prepared me. 
How capable I am at 
completing this in my job. 
 
 
1 2 3 4 5 1 2 3 4 5 
Assisting students in planning 
FFA banquets.  
          
Assisting students in 
facilitating FFA fundraising 
activities.  
          
Supervising students during 
FFA trips and activities.   
          
Assisting students in 
preparing FFA degree 
applications.  
          
Assisting students in 
preparing FFA proficiency 
applications.  
          
Utilizing a program advisory 
board.  
          
Collaborating with the FFA 
Alumni chapter.  
          
Advising FFA Meetings.            
Assisting students in planning 
FFA chapter activities.   
          
Assisting students in 
developing a program of 
activities.   




Q12. When thinking about SAE duties, please rate in a scale of 1-5, where 1 indicates not 
capable, 2 slightly capable, 3 moderately capable, 4 capable, and 5 very capable; 
 a) How well you believe your internship prepared you for this task. 
 b) How successful you feel you are in your job. 
 Degree of capability to which 
student teaching internship 
prepared me. 
How capable I am at 
completing this in my job. 
 
1 2 3 4 5 1 2 3 4 5 
Assisting students in 
receiving recognition for SAE 
projects.   
          
Conducting home/SAE visits.            
Making recommendations for 
students SAE projects.  
          
Utilizing resources to help 
students successfully develop 
their SAE projects.  
          
Motivating students to have 
an SAE program.  
          
Developing SAE 
opportunities for students.  
          
Utilizing the community to 
develop SAE opportunities 
for students.  





Q13. When thinking about classroom and lab instruction, please rate in a scale of 1-5, where 1 
indicates not capable, 2 slightly capable, 3 moderately capable, 4 capable, and 5 very capable; 
 a) How well do you believe your internship prepared you for this task? 
 b) How successful do you feel you are in your job? 
 Degree of capability to which 
student teaching internship 
prepared me. 
How capable I am at 
completing this in my job. 
 
1 2 3 4 5 1 2 3 4 5 
Actively supervising students 
in classroom projects.   
          
Using a variety of teaching 
techniques.  
          
Providing alternative 
explanations when students 
are confused.  
          
Responding to difficult 
questions from students 
during classroom teaching.  
          
Managing a horticulture lab 
facilities. 
          
Managing ag. mechanics lab.            
Effectively conducting field 
trips.  
          
Teaching students with 
special needs.   
          
Utilizing technology in my 
teaching.  
          
Creating lesson plans for 
instruction.  
          
Conducting informal and 
formal assessments to 
determine the 
accomplishment of learning 
goals. 
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Teaching students to think 
critically.   
          
Motivating students to learn.            
Managing student's behavior.            
Responding consistently to 
inappropriate behaviors.  
          
Providing frequent positive 
feedback for appropriate 
behavior.  
          
Communicating effectively 
with students.  
          
Providing appropriate 
challenges for high achieving 
students.   
          
Building a positive teacher-
student relationship.  
          
 
Q14. For each of the areas below, please indicate how satisfied or dissatisfied are you with the 











FFA       
SAE        
Classroom and 
Lab instruction       
Being a 
professional       
Overall 
performance as a 
person  





Q15. How would you rate your overall level of success as a beginning teacher? 
• Very poor  
• Below average   
• Average   
• Above average    
• Excellent   
Appendix B.  Interview Guide 
Good morning/afternoon, [participant]. This is [researcher]. How are you doing today? You are a 
teacher at [school], how is your first year of teaching so far? So right now, you are about to 
participate in an interview about your experiences as a student teacher. I will ask you some 
questions. Please answer as best as you can. I will ask follow up questions if I need any further 
elaboration. This interview is via zoom but will be recorded. You may choose to withdraw 
anytime and your data will be removed from the final collected data. Let’s begin. 
 
Interview questions 
1. Tell me a little bit about your student teaching internship experience? 
• Talk a little about how it prepared you for teaching. 
2. What are some pros and cons of student teaching internship? Of what benefits were the 
internship experiences in your first year of teaching? 
3. Have you been successful in your first year of teaching? 
• In what areas were you successful? 
• In what areas were you unsuccessful? 
4. Are student teaching internship experiences important to the success of first-year 
agriculture teachers? 
5. Thinking about student teaching internship and teaching within your first year, what 
worked for you? 
6. Do you see a connection between what you currently teach and what you learned during 
your student teaching internship experiences? 
7. Are there ways that student teaching internship could adequately prepare teachers for 
success? 
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